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Editor's introduction 


In every culture the human infant is born into a complex network of 
social relationships extending from the immediate family, however 
organized, to the community and society within which the family unit 
is embedded. Whether the goal of development is viewed from a 
biological perspective (i.e. the survival ofthe individual to reproductive 
maturity and his successful involvement in reproductive activity), or 
whether development is seen as having other more psychologically or 
socially orientated goals, it is clear that in order to adapt successfully to 
and function effectively in the social network into which he is born, the 
individual has to gain developmental mastery of an extensive array of 
Personal and social skills. Social competence involves the recognition of 
self as one among others; the capacity to enter into relationships with 
others, both between-generational (caretaker/child) and within-gen- 
€rational (peer) relationships; the ability to go beyond the behaviour 
of others to the intentions and dispositions underlying that behaviour 
and to organize one's own behaviour in terms of the perceived 
€xpectancies of others. Beyond the immediate context of interpersonal 
behaviour, social competence requires some understanding, implicit or 
€xplicit, of the structure of the larger society of which the individual is 
a part; of the function of different roles which the individual may 
Occupy or with which he may interact within that structure and of the 
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mores standards and values which govern relationships See sem 
From this perspective, the endowment of the marks talis 
meagre indeed, restricted as he is to a few Push UM d me? 
adaptive behaviours such as sucking, grasping, looking, EE 
crying-vocalizing. Without the support of anurturant envir Gees 
would not survive and, at least from this viewpoint, his rela eri 
with caretakers is one of total physical dependency. Yet, from 


improbable beginning there emerges through childhood and adoles- 
cence into adulthood an individual w 


relationships with other individuals, 
groups and who can interact success: 
Of course, there is a wide range of 
abilities from one individual to a 
adaptations than others while 
innovators, leaving their own dis 
with the psychological 
the student of social dev 
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ho can engage in enduring 
who can function effectively in 
fully with the larger social order. 
diversity in the expression of these 
nother. Some make less successful 
a few individuals become social 
tinctive impress upon society. It is 
Processes which underlie these outcomes that 
elopment is concerned. 

to the apparent impressive helplessness of e 
human infant that Psychology relied for so long upon models of socia 
development which assigned to the individual himself an entirely 
passive role in the developmental process. Historically, there have been 
two conflicting, 


equally unilateral in 
development. On th 
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individual is ascribed a passive role. The behaviour of the infant and 
young child is shaped by parental child rearing practices and by the 
modelling and other learning experiences to which he is exposed. The 
child is viewed as an empty vessel into which are poured societally 
approved patterns of interpersonal conduct which are subsequently 
expressed behaviourally for their reinforcement value. 

Few contemporary psychologists of childhood would espouse either 
of these extreme models of social development. Biological structure and 
an environment in which to function are necessary prerequisites for the 
manifestation of behaviour. Without structure there could be no 
behaviour and an environment is necessary before the behavioural 
Propensity of any structure can be expressed. Thus, the necessity to 
recognize the joint influence of biological and environmental factors 
upon development is now generally acknowledged and an interactionist 
perspective is reflected in most contemporary theorizing on social 
development. In their original formulations, however, interactionist 
accounts were relatively static and still ascribed to the individual only 
a passive role in the developmental process. In such an account of social 
development, the infant might be seen as beginning life with a set of 
behaviours which are adapted for development in a particular 
environment. However, the course of development is canalized by the 
particular kinds of environmental encounter experienced by the infant. 
If he is exposed to a benign, adaptive environment which is sensitively 
responsive to his crying, vocalizing and other behaviours then the 
developmental prognosis is good. On the other hand, if the environment 
responds indifferently to these early behaviours then development may 
be deflected into maladaptive pathways. Moreover, this kind of model 
holds that within a wide range of individual differences in 
biological/constitutional endowment, initial exposure to benign envi- 
Tonments will result in satisfactory outcomes. At the same time, only 
biologically/constitutionally robust individuals will be resistant to 
developmental casualty in less supportive environments. Accordingly, 
the model is truly interactive but notice that from the viewpoint of the 
developing individual it is still a passive model. The major difference 
between this version of interaction and the earlier unilateral models is 
that now the individual is perceived as being impelled along his 
developmental course by two sets of forces instead of one. 

More recently developmental psychologists have come to recognize 
the necessity to include a role for the child himself in shaping his own 
development. This newer thinking recognizes that social development 
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has a biological basis and recognizes also that CRUS ^ 
interaction with biological endowment has a significant pato E e 
influencing development outcome. But it recognizes in SEN d 

there isa third force operating: the child himself. Thus, the Yes 
organized individual not only elicits responses from his s iin 
environment and respondsto it but in responding alters his ee zi 
and, in turn is himself modified by the changes he has brought abo : 
Hence, the interaction process is reciprocal and dynamic. Moreover, 
such dynamic reciprocity is evident from the infant's first Viena s: 
with the social world and continues throughout the eege 
process. From this modified perspective the development of socia 
behaviour isseen neither as determined solely by maturational processes 
nor as the outcome of environmentally determined behavioural 
shaping. Rather, social behaviour develops through the child's active 
participation in social encounters in the course of which he modifies the 
behaviour of others as well as being influenced by them. Similarly, the 
development of social knowledge and social understanding proceeds, 
on this account, not according to passive learning processes but in terms 


of the child's active construction of a social universe through his 
interaction with the social order. 
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genotype and environment and their joint influence upon ontogeny are 
themes which are repeatedly stressed. 

Chapter 2, by Schaffer and Crook, relates how the biologically given, 
endogenously organized behaviours of the young infant are integrated 
into a social context in the course of infant-caretaker interaction. 
Particular attention is given to the role of the mother in attributing 
social significance to the infant's early behaviour. A recurrent theme is 
the extent to which maternal behaviour becomes entrained with that 
of the infant, during which processes the behaviour of both partners is 
reciprocally modified. The authors argue that these initial behavioural 
‘conversations’ lay the foundation for the development of social 
communication. 

In the third chapter Brooks-Gunn and Lewis discuss how, through 
interaction with the social world, the infant acquires knowledge of self, 
of others and of the relationships between self and others. It is argued 
that through the active deployment of his perceptual and cognitive 
capacities the human infant is engaged in constructing his own social 
reality from the earliest stages of development. 

The chapter by Rogers, chapter 4, carries the discussion of social 
perception and social cognition into middle childhood. Perception of 
self and perception of others are major themes of this chapter also. 
Rogers describes how the child's perception and understanding of other 
people proceeds from a state where global impressions are dominated 
by consideration only of such concrete attributes as general identity, 
appearance, possessions and the like, towards an increasingly differ- 
entiated state where perception of other individuals is informed by 
inferences about unique, integrated, underlying psychological disposi- 
tions, motivations and intentions. Changes in the child's cognitive and 
information processing skills are held to underlie these developments. 

"There is a vast literature on social development which stresses the 
role of adults as the agents of socialization. Much less attention has been 
given to the influence of peers on the development of social behaviour 
and social knowledge. In this respect, chapter 5 by Hartup provides a 
timely overview of the work, much of it conducted under his own aegis, 
on this emergent topic. Hartup discusses the significance of peer 
relationships not only for their part in contributing to normal social 
development but also with respect to the potential role of peers as child 
‘therapists’ in the modification of developmental social deviance. 

The issue of sex differences in social development arises at different 
points throughout this volume. Sex-role differentiation in social 
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development is the substantive topic of chapter 6 by Hutt. Like 
Ambrose, Hutt discusses the joint influence of biological and environ- 
mental factors on the child's developing awareness of sex role identity. 
Hutt offers an epigenetic account of genotype- 
in the development of sex role diffentiation. 
In chapter 7, Youniss argues for conceptual clarification of the role 


of cognition in social development. Rejecting the view of cognition as 
an intervening variable between environ 
output, Youniss, 

development invo 


environment interaction 


mental input and behavioural 
from a Piagetean perspective, argues that social 


Ives the acquisition of social knowledge as conceptions 
of interpersonal relations, Knowledge of relations involves understand- 


ing them as rule systems for interaction so that, within the framework 
advanced by Youniss, there is an unseverable connection between the 


development of social knowledge and the development of social 
behaviour. 


» is also written from a Piagetean 
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aget to account for the development of 


ing to my requests for clarification, modification 
sponsibili 


Herriot, the series editor. d eae ee artus fr itd 
patience, forebearance and 
the volume. Finally, 
assistance with 
publication, 


HARRY MCGURK 


1 Human social development: an 
evolutionary-biological perspective 


Anthony Ambrose 


Orientation 


The approach to be described in this chapter, based on evolutionary 
theory, implies that the relevance of biology for understanding the 
development of human social behaviour and action is far wider and 
more fundamental than is generally accepted in psychology. The term 
"biological", when used in theoretical discussions of human behaviour, 
is still commonly equated with concepts such as ‘physiological’, 
‘maturational’, ‘innate’, and even ‘animal-like’. Contrary to the limited 
view reflected by such uses of the term, it is argued that a biological 
approach has major implications for the whole manner of thinking 
about human social activity and developmental process. In particular, 
it provides an integrative conceptual framework within which the 
tremendous diversity and complexity of the phenomena can be ordered, 
itisa guide in the construction of models that underlie the formulation 
of research problems, and it indicates a variety of methodological 
approaches to different kinds of problem within the total framework. 
Along the way, furthermore, it points strongly towards a position that 
would view social development, not just as one aspect to be studied 
among several others such as the cognitive, perceptual, emotional and 
Physiological aspects, but as an area that has profound theoretical 
Significance for all aspects of human functioning. 
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Sources of resistance to a biological perspective 
Before elaborating these themes it is as well to recognize that, 
historically, there has been intense bias against considering human 
social activity in any sort of biological terms. Since this bias continues 
at the present time, it is worth taking note of its various sources, each 
of which can now be seen to have taken a very partial, if not prejudiced, 
view of the social significance of biology. The common feature in all the 
objections that have been raised to ‘biologizing’ in this field is that they 
regard it as leading to conclusions that are socially unacceptable. The 
most extreme form of this was Spencer’s (1900) Social Darwinism 
which attempted to justify the ‘shoulderings aside of the weak by the 
strong, which leave so many in shallows and miseries’ in terms of an 
evolutionary theory that explains the emergence of species as the 
survival of the fittest in an endless struggle between predators and 
victims. Despite the logical defects of Spencer’s use of Darwin’s theory 
(Sorokin, 1928), it effectively bolstered opposition to the values on 


which social reformist and liberal movements were being built. Further 
depressing implications wer 


(1930), McDo 


ble seemed implicit in these theories. 
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in learning models essentially as a constant. There are many 
psychologists still who take no interest in biological considerations on 
the grounds that they cannot be altered and that the main aim in 
psychology is to understand how changes in behaviour take place or 
can be brought about. 

Another more justifiable, reason for a negative attitude towards 
biological interpretations of human affairs has been a tendency on the 
part of some writers to draw conclusions that go beyond what the 
evidence warrants. Many of the recent books that have attempted to 
popularize ethology, summarized by Reynolds (1976), have taken 
principles that apply to social behaviour in animals and freely 
extrapolated them to the human level with little or no regard to 
whether or not the mechanisms involved are the same. 


Toward modern behavioural biology 

In relation to the perspective on human social development to be 
described, all of the biases just outlined against biological thinking will 
be seen to be misconceived. The reasons for this are of two kinds. First, 
over the last thirty years behavioural biology has itself been undergoing 
major transformation. As a result of the growing interaction of the two 
‘classical’ schools of animal behaviour study, ethology and biopsychol- 
ogy, now leading to their integration, conceptual clarifications have 
taken place with profound implications for both comparative and 
developmental perspectives. Emphasis on the differences between 
Species, even closely related ones, has shown that the possibilities of 
arriving at cross-species generalizations about mechanisms of behaviour 
and development are much more limited than was previously believed. 
Exposure of the misleading classification of behaviour as either innate 
or learned, inherited or acquired, has led to new appreciation of the 
complexities of organism-environment interaction that determines the 
course of development of social behaviour. Progress in behaviour 
Benetics has further undermined the foundations of extreme positions 
regarding the causation of development, whether environmentalist or 
Nativist. Dependence of the modifiability of an individual’s behaviour 
on genetically based potential and limitations which vary both across 
types of behaviour and across age is now rec ‘gnized to be ubiquitous. 
These and other conceptual developments led to new assumptions 
Which now underlie the modern biological outlook on behavioural 
development. Much of the negative bias towards it, especially in 
PSychology, is based on assumptions that are now outdated. 
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A second kind of reason for misconceptions in psychology Vines p. 
value of a biological approach has to do with failure to Gare 
scope of biology itself as a science. Concerned with all aspects of li xb 
the animal and plant kingdoms from the simplest cellular forms to m : 
and from molecular to ecological levels, it has a very large number o 
branches ofstudy. Among the various traditional classifications of these, 
one of the most basic is into the fields of functional and jade là 
biology (Mayr, 1976). The questions asked in the former are of the 
kind *how does the organism and its parts operate”; those in the latter 
are of the kind *how did it become like it is? and *what is this or that 
part for?' The fields therefore necessarily differ greatly in outlook, 
basic concepts and method. Because traditional psychology has been so 
preoccupied with the Study of behaviour modifiability through 
learning, its interest in what biology might have to contribute has been 


limited almost entirely to functional biology and particularly to 
neurophysiology. Thus it has look 
science and almost com 


that evolutionary biology, far from being irrelevant to psychology in 
general and to developm 


ogical progress. 


ian theory which, since the 1920s, has been 
refined in the light of findi population genetics (e.g. Mettler 
1859) theory of the evolution of the form 


understood as a ne 


An evolutionary-biological perspective 5 


Not only can species-typical behaviour be used as a classificatory or 
taxonomic character (Lorenz, 1950), but it is to be explained as part of 
an adaptive strategy that enables species members to survive and 
reproduce in the face of natural selection pressures characteristic of the 
environment in which the species evolved (Tinbergen, 1965; Hinde, 
1970; Wilson, 1976). 

Now the important thing to notice about this kind of explanation is 
that, in order fully to understand how the evolutionary process works 
out for any particular species, five related but different kinds of 
knowledge are needed. First, if the behavioural properties of the species 
have evolved, then they must have an evolutionary history which can, 
in principle, be described. Second, if they are adaptive, it should be 
possible to show how they are, that is, what functions they serve. 
Furthermore, explanation is needed of the unique arrangement of 
behavioural features that have evolved in the form of that species. For 
this, knowledge is required, thirdly, of the nature of the natural 
environment that exerts the selection pressures, and, fourthly, of the 
nature ofthe genotypes on which these pressures operate. The operation 
of these two kinds of factor takes place, of course, during the life-cycle 
of each individual member of the species. The biological criterion of 
the adaptive effectiveness of each individual genotype is the reproduc- 
tive success of the individual, which is necessary in sufficient numbers 
to ensure continuity ofthe species. This adaptiveness is tested ultimately 
in the adulthood of each member. But it is also being tested at all points 
in ontogeny up to that stage in the ability of the individual to survive, 
to thrive and to develop towards reproductive success. Complete 
understanding of the behavioural phylogeny of a species therefore 
requires knowledge of a fifth kind, namely of how behavioural 
ontogeny occurs under the influence of both genotype and environment. 
As Lehrman (1970) points out, to know what is the adult functional 
arrangement of behaviour towards which development takes place gives 
no indication of how the development is brought about from the starting 
Point of the previous reproductive success, that is the zygote. 

Thus the study of behavioural development falls into place as an 
integral part of the study of how the life of the species is maintained. Its 
Context is the evolutionary process, which gives it ultimate meaning. 
Furthermore, this context entails a conception of the forces that shape 
behaviour and cause its development as being both environmental and 
genetic. Individual development then becomes meaningful in terms of 
the natural environment in which it occurs and the genotype of the 
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individual. In man, perhaps more than any other organism, eis 
these kinds of factor vary across individuals. And although a 
environment is now totally different from that in which he evolve ; 
this makes no difference logically to its status in the study o 
development. Culture, as part of our species’ adaptive strategy, may 
have changed that early environment out of all recognition; but its 
products still exert pressures of natural selection even though they also 
exert another kind of pressure as well, namely cultural selection. 

This, then, is the framework for the biological approach to the study 
of human social development to be described in this chapter. It focusses 


attention on five related but different issues, namely, evolutionary 
history, adaptive function, the natural en 


developmental process. The m 


ir use will have to be highly selective. 
Pproach is in fact an amalgam of different 
requires a facility that 1s 
This is a capacity to vary the 


Evolutionary history 

Problems and approach 

Descriptive study ofthe evolutionary history ofman’s social behavioural 
development 1s producing information relevant to questions about the 
following kinds of issue: (i) the origins and GN of many of its 
features; (ii) the nature and extent of its uniqueness; (iii) the kinds of 
changes and trends that ha ; 


ve led to the particular evolutionary 
nature of the enviro: 


nments, physical 
nges took place. The cha 


nges concern not 
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just specifically social features, but also structures, capacities and 
processes on which these depend. Descriptions of these kinds enable 
man to be seen against an evolutionary background instead of in 
isolation. They are also an essential preliminary for study of the 
processes of natural selection by means of which the basic character of 
his social behaviour and development evolved, to be considered in the 
following section. 

Questions about the above issues refer essentially to the non-human 
primates that were in direct line with man as his evolutionary ancestors. 
These, including all the forms of hominid and early man, are of course 
extinct. Their characteristics have to be inferred, therefore, from 
indirect evidence. Such evidence comes from sources of two kinds: 
those living primates that are offshoots from the direct line but whose 
origin is the same as that of man's ancestors, and palaeontological and 
archaeological finds of the fossils of hominids. 

Hominid fossils, and the locations and geological levels at which they 
are found, reveal clear trends in the evolution of morphology and body 
function; and a surprising amount can also be inferred from this kind 
of data on broad evolutionary trends in behaviour and in social 
organization (Campbell, 1971). It is in the attempt to obtain a more 
detailed picture of these behavioural and social trends that the living 
primates are proving of such value. Their extensive study (e.g. DeVore, 
1965) is now yielding indications of the nature of the ecological 
Parameters within which man’s primate ancestry evolved, first in an 
arboreal forest environment and later in an open savannah environ- 
ment. Furthermore, those primates that show some significant 
resemblance to the hominids, such as the common baboon in respect of 
its savannah environment, and the chimpanzee in respect to its physical 
Similarities, can be used as animal models for some aspects of the social 
behaviour and organization of early man (Reynolds, 1976). When 
modern man is looked at in this perspective various unique features 
Stand out, but in a context of many evolutionary continuities. 

The fruitfulness of this approach is heavily dependent upon the care 
with which the comparative method is applied. The different kinds of 
Problem that arise depending on the subject matter for comparison 
have been reviewed, for body form and function by Campbell (1971), 
for behaviour by Hinde (1970), for developmental change by Ambrose 
(1976), and for social organization by Crook (1976). The validity of 
Conclusions about evolutionary relationship between species, about 
trends of evolutionary change and their significance for social 
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development in modern man rests on the correctness of evaluations of 
several kinds. These include assessment of the classificatory equivalence 
of the characters being compared, of the extent of their similarity and 
difference, and of whether characters that show similarity are 
homologous or analogous, all of which are discussed by von Cranach 
(1976) and Atz (1970). In comparisons of man with non-human 
primates, while most morphological characters are homologous, having 
common origin, behavioural and social organizational characters may 
be at most analogous, having similarity of adaptive function though 
not necessarily of causal mechanism. The logic and usefulness of 
analogical comparisons has been examined by Masters (1976). 


Body form and function 
Man is unique amon 


g the primates in respect to his complete 
bipedalism, the refine 


ment of his apparatus for communication by 
» absence of an estrus sexual cycle, 


amapithecus, through Autralopithecus and Homo 
1969). Many other essential features 
along the primate ancestry in an 

ent, making possible the later transition to the 
Savannahs. These incly 


de stereoscopic binocular colour vision, the 
opposable thumb and the power gri 
brain size (Campbell, 1971) 


with the coming of the 


emerged 


e for carrying, in ability to manipulate 
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ment ofthe cerebral cortex, were decisive for the emergence of the most 
unique of all man's specializations, his capacity for culture. A question 
of particular interest, therefore, concerns the nature ofthe environment 
that precipitated these developments. 

An important feature of the period of massive increase in brain size 
is that this was also the period that saw the rise of hunting (Pfeiffer, 
1969). The deposits containing hominids with the largest increases in 
cranial capacity are also the ones that contain the biggest proportion of 
large mammals killed. The period was also one associated with 
improvement in tool-making, for example from crudely pointed 
pebbles to hand-axes carefully chipped on both sides. The causal 
implications of these associations are controversial. The long held idea 
that the great expansion and development of the human brain can be 
explained by the increasing use of tools has been challenged by recent 
evidence. It is now known, for example, that apes already have that 
capability (e.g. Goodall, 1965). Also, study of endocasts of Australopi- 
thecus indicates that although its brain was much smaller than that of 
Homo, the frontal lobes even at that stage had a typically human 
morphology (Pfeiffer, 1969). It appears, therefore, that the brain had 
already developed sufficiently to provide the essential preadaptation 
necessary for tool-use, symbolic functioning and conceptual awareness 
in Homo. 

If development of the brain and symbolic functioning were not, 
then, a by-product of tool-use, how is their emergence to be explained? 
Reynolds's proposal (1976) works the other way: ‘that conceptual 
thought needs to be considered as a primary datum causally underlying 
the development of the big brain in our genus, Homo’. He makes the far- 
reaching hypothesis that the demands of the environment which led to 
Conceptual thinking were not technological (e.g. stone-making and use 
of fire) but sociological. "The emergence of man was essentially a 
coming into self-awareness of what was already a highly complex social 
being, and I think that this coming into conceptual awareness was the 
crucial and fundamental adaptation that enabled man to master first 
the savannah and later the rest of the world ... This was man's key 
Social adaptation to the open country: the conscious ordering of social 
relations by conceptualization of the self and of the group, its structure 
and roles.’ That it was problems of social relations and organization 
that taxed the mind ofearly man most is, as we shall later see, supported 
by evidence from the comparative study of intellectual functioning. 

The massive increase in the size of the human brain, and therefore 
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of the head, had other consequences. The maximum size of the foetus's 
head at birth is limited by the size of the aperture in the mother's pelvis 
through which the birth canal passes. This aperture increased in size 
with primate evolution, in association with increase in body-size, 
especially in the female. Nevertheless, its size in relation to that of the 
human brain and head at maturity is small. This problem was overcome 
in two ways. First, the degree of brain development at the newborn 
stage was drastically limited. Second, the bones of the newborn’s skull 
were not fused together, thus facilitating flexibility of the head during 
birth and allowing for its rapid expansion in size afterwards. This 
circumstance whereby man has to be born in such a state of immaturity 


is part of an overall adaptive strategy which furthered his evolution in 
a way that has fundamental im: 


plications for the course of his ontogeny, 
now to be considered. 


Neoteny and behavioural development 
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be the result of a neotenous trend that persists through primate 
evolution asa whole. According to Schultz (1956), rate of growth in the 
primates varies systematically : ‘in regard to all parts of post-natal life 
one can recognize a clear trend towards prolongation (of immaturity), 
beginning in monkeys, as compared to lemurs, more pronounced in 
gibbons, still more in all three great apes and by far the most marked 
in man’. 

It is now apparent, as De Beer (1958) originally suggested, that 
neoteny applies not only to physical structures but also to behaviour. It 
is not yet clear how general neoteny is as a feature of human behaviour. 
In reviewing the issue, Mason (1968) pointed to such attributes of adult 
man as playfulness, curiosity, inventiveness and the persistence of 
infantile attachments as possibly indicative of behavioural neoteny. 
His most convincing demonstration of it, however, is in the way motor 
patterns are organized at different primate levels. In this respect, 
throughout infancy, the human is a less finished product than the 
chimpanzee, just as the chimpanzee is a less finshed product than the 
monkey. For example, over that evolutionary series, if the newborn is 
Placed flat on its back there is a clear decline in the strength and 
persistence of the reflexes available for self-righting. The same applies 
to the reflex grasping by which the infant can support itself. 

Associated with this evolutionary trend is another trend with 
important implications for the motor patterns subserving human social 
behaviour. There is a progressive increase from monkey to man in the 
number and variety of discrete motor acts available in the behaviour 
Tepertoire, and in the tendency to combine such acts spontaneously into 
new and more elaborate patterns. This is apparent in the deprivation 
syndrome, in play activities involving objects, and in social response 
patterns (Mason, 1968). In the trial and error learning involved in 
Social development there is an increasingly broad reserve of responses 
available for use in trials. Implications of this are that the achievement 
of Social interaction patterns appropriate for adulthood takes longer, 
Individual differences in these become more prominent, and vulnera- 
bility to restrictions on social experience becomes reduced. 

From the general neotenous trend in primate evolution Mason 
(1968) draws a number of important conclusions about differences in 
the nature of early behavioural development in human compared with 
non-human primates. These have particular relevance for the study of 
human social development. First, the human infant’s needs for social 
Stimulation are less specific, the range of equivalent stimuli is wider, 
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development is less dependent on particular features of stimulation, 
and the reactions to specific forms of stimulus deprivation are more 
variable and diffuse. Second, once a developmental sequence has been 
set in motion the human infant will show a greater tendency to 
elaborate on it, as for example in vocalization and in play. Third, 
because of the retardation of growth rates and the ‘loosening’ of 
behavioural organization, developmental stages are less sharply 
delimited. Sensitive periods are more difficult to establish, there is less 
likelihood that the withholding of any specific experience will result in 
developmental arrest, and there is a much stronger tendency for 
behaviour to reflect a blending of developmental stages, different 
response patterns and different motivational systems. 


The evolutionary achievement of such 
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the qualitative changes that occur in the infant-mother relationship as 
it develops through the three stages described by Harlow et al. (1963) : 
those of attachment and protection, of ambivalence and of separation. 
With progress through these stages goes another development in 
common: a massive expansion in the infant's exploration and play 
activities, first directed at the mother, then away from her but with the 
mother acting as a secure base, and finally independently of her and 
more in relation with siblings, the father, and non-parents living in the 
same group. 

Such similarities in the broad features of early social development in 
primates, which extend also to mammals of certain other kinds, form 
à context for looking at the differences. These differences are of course 
associated with diversity between species in behaviour repertoire, in 
learning and cognitive capacity, in natural environment and in the 
social organization of the group in which the young are reared. Among 
the most distinctive differences are the quality and extent of the social 
bonds formed in the course of early development. 

The early human mother-child relationship is characterized by a 
degree of intimacy, of face-to-face communication, of mutual play, and 
bya range, flexibility and frequency of mutual interactions not seen at 
non-human levels. From an evolutionary perspective such features 
appear as the outcome, not only of a progressive reduction in the 
amount of reflex-like behaviour in the infant, but also of an increase in 
the amount of initiative and maternal care required from the mother 
to sustain the relationship. The human infant, for example, cannot 
cling for long and even if it could the mother does not possess body hair 
that would make this possible. It is up to the mother, in the last analysis, 
to maintain proximity, and she is well equipped to do this through her 
bipedalism that enables her to carry her infant around, and her 
responsiveness to his signals. Beyond this, however, the logistics of the 
feeding situation and of most other maternal activities promote eye-to- 
eye contact, and mutual communication is further facilitated by the 
uniquely human smiling response and vocalization possibilities. 

Other features of this social bond are also notable. There is a marked 
Variability of behaviour in both infant and mother, both within and 
across age, due mostly to the rapidity of developmental change in the 
Infants response patterns and cognitive abilities. Hence differences 
between infants in their social behaviour are not highly stable from one 
time to another, and predictability of degree of social attachment from 
One age to another is notoriously unreliable. Another feature of this 
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bond is its lack of exclusivity, that is, it does not prevent the 
development of bonds with other people, whether additionally or 
alternatively. Once the stranger reaction is overcome an infant will 
develop relationships with other persons besides the mother, and if the 
mother has to be replaced by an adoptive mother the necessary 
adjustment in making a new bond is usually eventually achieved. In 
other words there is a remarkable degree of flexibility in the infant's 
social behaviour that readily allows for the creation 
social bonds. 

It is of interest in the present context that Cairns (1976) concluded 
that the properties of high variability and flexibility of early human 
social behaviour are probably neotenous. In other species, including 
many primates, where there is a Strong mother-infant bond it is 
primarily in the neonatal period that the greatest instability and 
flexibility are shown. Lest there beany tendency to conclude, however, 
that the form of all human social development can be explained in 
terms of neoteny, he points out a number of features that do not fit the 
neoteny hypothesis, In particular, ‘the child’s capabilities for multiple 
relationships see relative to those of “more primitive” 
n... are correlated capabilities for 
assification of persons, objects, and 


ofa multiplicity of 
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and the group-living to which they are related are themselves the 
outcome of evolutionary process, however, and the changes that led to 
such an outcome need to be understood. 

The emergence of culture as a fundamental adaptational strategy of 
man involved a new mechanism which, though still based on variation 
and selection, vastly increased both the rate of change and the 
variability of his social behaviour. Instead of being dependent on the 
slow processes of random genetic variation and stabilization of adaptive 
outcome by natural selection, such change and variability resulted 
from the entirely new order of cognitive and behavioural flexibility in 
man. The new source of variation was human imagination and 
inventiveness; the new means of selecting and stabilizing adaptive 
outcomes were institutions; and intergenerational transmission of 
knowledge and sanctions was subserved not by genes but by imitation 
and learning. 

Current thinking on how these cultural processes could have emerged 
in the course of evolution, too extensive for review here, is directed 
toward three kinds of phenomena on which they ultimately depend. 
First is the use of language and other features of human communication: 
language is the basis of the symbolic thinking necessary to generate 
new knowledge, of the storage of this knowledge, and of the 
Communication necessary for its transmission. Second is the way 
learning operates during ontogeny to provide both the continuity of 
culture across generations, and innovations in it. Third are the basic 
Parameters of group structure and social organization which both affect 
and are affected by the social interactions of the individuals that 
Constitute groups. 


Adaptive function 


Problems and approaches "M 

Behavioural biology now takes full account ofan important distinction 
made by Tinbergen (1951) in the kinds of meaning that can be given 
to the question of why a particular animal behaves in a particular way. 
The different meanings are: ‘what caused it to happen?' (immediate 
Causation); ‘how did the animal develop the capacity to do it?" 
(developmental antecedents) ; ‘what is the point of, or the part played 
by, the behaviour in the life of the animal?” (adaptive function); and 
‘how did the species as a whole become able to behave in this way? 


(evolutionary antecedents). 
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Having looked at human social behaviour and development in terms 
of the last of these questions we now turn to the question of adaptive 
function. In psychology this type of question has for long been confused 
with questions of the first two kinds. Unlike causal and developmental 
questions, however, questions about function refer to the effects and 
consequences of behaviour. The occurrence of a particular type of 
behaviour, such as infant crying, has ramifications of many kinds that 
range from immediate effects on the mother which have further effects 
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act to maintain this character?' In both cases a comparison is implied 
with a hypothetical organism similar in every respect except that it 
lacks the character in question. 

In the case of human behaviour such an approach has, at first sight, 
very much the flavour of an armchair theoretical exercise. In modern 
man cultural selection has largely replaced natural selection and 
absence of a particular behavioural character is usually adequately 
compensated for by special training; for such reasons characters that 
probably had major survival value in the evolution of early man can no 
longer be demonstrated to have it. In practice, however, the functional 
biological perspective outlined has led to two approaches, inductive 
and deductive, to the study of human social behaviour. These are 
yielding new insight into the adaptive significance of some of its 
developmental features. 


Inductive study of function 
A good example of the inductive approach, and of the kinds of problems 
it poses, is Bowlby's (1969) study of the function(s) of attachment 
behaviour. This is inductive in that functional inferences are made 
from empirical observation of the circumstances, effects and conse- 
quences of the occurrence of the behaviour. Bowlby (1958) originally 
Proposed that an infant's attachment to his mother is subserved by a 
number of species-characteristic behaviour systems, namely crying, 
smiling, sucking, following and clinging. These systems emerge at 
different times and are relatively independent of each other at first. But 
as they become organized the principal feature of the environment by 
Which they are controlled becomes the mother. The immediate effects 
Of their occurrence in the infant’s interactions with her, that is, their 
function in the weak sense, is that they bring the two into close 
Proximity and contact with each other. Because for a time they are 
directed almost solely to the mother and indicate a strong preference 
for her which continues even as they gradually become extended to 
other people as well, Bowlby classed them together as attachment 
behaviours, Their effects are brought about partly by the infant’s own 
Mitiatives in signalling to the mother, partly by his responsiveness to 
her when present, and partly by his eliciting and motivating maternal 
responsiveness in her. be 
Before Bowlby's work no explicit functional analysis of the child's tie 
to his mother had been made, function being hopelessly confused with 
Causation. Because the tie was conceived essentially in terms of 
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secondary drive theory, the implication was either that the : ponia 
from hunger and serves to keep the infant close to his foo k Vd 
(Freud, 1940) or that it derives from excessive. stimulation = 
unsatisfied physiological needs and serves to dispose of the exe ei 
(Freud, 1925). Bowlby (1969) squarely faced the issue of inis im 
function in the strong sense and directed attention to the consequen d 
which, in the course of evolution, led attachment behaviour to pecon 
incorporated into the biological equipment of the species. He is Mis 
‘precisely what advantage does the behaviour . . . confer on indivi u ; 
endowed with ability to develop it that leads them to achieve greate 

breeding success than is achieved by those who are deficient in the 
ability?” His proposal was that the function of attachment behaviour $ 
protection from predators. Admitting that there is too little evidence 
for anyone to be sure about this, he considered an alternative hypothesis 
that the behaviour affords opportunity for the infant to learn from the 
mother various activities necessary for survival. He regarded this as 
implied by a statement of Murphy (1964) that the mother not only 
meets nutritional and other bodily needs but supports the development 
of the specific ego functions, While recognizing that learning is an 
important consequence of the child’s tie to his mother, Bowlby did not 


accept this as the crucial biological advantage in question for ene 
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persists into adult life lon 
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numerous respects, especially through enabling the infant to learn the 
rules that govern changes in his complex environment (Bruner, 1969). 
Even in the environment in which the evolution of the smiling response 
took place, the early learning of these rules could have been at least as 
vital for later reproductive success as defence against predators. 

Can such inductive arguments ever be more than speculative? In 
respect of the consequences on which selection pressures actually 
operated during evolution, probably not. The significance of raising 
such questions, however, is twofold. At a theoretical level, insofar as it 
is claimed that a social behaviour pattern, such as crying or smiling, is 
a direct outcome of evolution (Ambrose, 1960), it is necessary to try to 
arrive at a view about the nature of its adaptiveness. At a practical 
research level, in the assessment of what is the importance for later 
social development of one or another kind of behaviour or experience 
in infancy or childhood, such questions have the potential of stimulating 
new thinking about consequences, including non-biological ones, for 
further study. Furthermore, even for those concerned primarily with 
study of behaviour causation, preliminary functional analysis has value 
in giving more precise definition to the context, or causal frame of 
reference, in which the behaviour naturally occurs. 


Deductive study of function 

The hypothetico-deductive approach, concerned with the strong 
meaning of ‘function’, studies the implications of natural selection for 
social behaviour. It starts from a few given facts about an animal and, 
by deducing the implications of natural selection, then makes 
Predictions about many other features of the animal which must have 
adaptive value, these being testable by observation. Such features may 
be kinds of behaviour, causal mechanisms, or types of developmental 
change. 

This approach arose in the attempt to solve the puzzle of how 
evolutionary theory could be applied in explaining the existence of 
altruistic behaviour, which appears at first sight to reduce the 
Teproductive fitness of the altruist. For example, warning calls in 
animals under conditions of predation increase the chances of survival 
of group members while endangering the life of the caller; and parental 
behaviour, while beneficial for the reproductive success of the young, 
May reduce the rate at which the parents can produce further offspring. 

ecause many species possess behaviour patterns that seem to facilitate 
the survival of the group at the expense of the individual, Wynne- 
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Edwards (1962) proposed that natural selection operates at the group 
level in addition to the individual level. There is, however, a major 
theoretical difficulty in this idea. Insofar as the group contains some 
individuals that are more selfish than others, selection operating 
between individuals in the group will lead to the elimination of those 
with altruistic traits. Such a result, in respect of group survival, will be 
evolutionarily unstable (Maynard Smith, 1964) 
following the theoretical work of Hamilton ( 
that all behavioural traits previously regard ? 
selection can be adequately explained as the product of selection 
operating not just on individuals but on the genes carried by individuals 
(Dawkins, 976a). To appreciate the power of this position it is 
necessary to take account of a number of basic concepts. 
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à given character is present and operative among members of the 
species. 

Many examples of such analyses are given by Clutton-Brock and 
Harvey (1976). For instance, in attempting to explain why, in many 
species, intra-species aggression is at such low key, the benefits of vicious 
or mortal attacks in competition for sexual partners or dominance 
positions are balanced against the costs to both contestants such as the 
danger of violent counter-attack by the loser or the time and energy 
needed to kill the rival. Analyses on these lines that are of special 
relevance for human developmental psychology are those of Trivers 
(1971, 1972, 1974) on the evolution of reciprocal altruism, of parental 
investment and of parent-offspring conflict. 

Two other concepts that are important for this approach must be 
mentioned. One is ‘the evolutionarily stable strategy’ (Maynard Smith, 
1964). Wherever there is a particular conflict of interest between 
members of a population (i.e. in virtually all aspects of social life), with 
each individual trying to maximize his own reproductive success, the 
behavioural strategy that persists isone which, once evolved, cannot be 
bettered by any deviant individual. The genes underlying different 
kinds of behaviour are selected, not as 'good' in isolation, but as good at 
working for reproductive success against the background of the other 
genes in the gene pool. Genes that give rise to altruistic behaviour have 
to exist with others that give rise to selfish behaviour. The ratio of the 
two kinds of genes in a stable gene pool will be such that any individual 
whose gene composition deviates from this, e.g. leading to excessively 
selfish or altruistic behaviour, will be penalized by selection. 

Another concept, pivotal in Hamilton’s model, is ‘inclusive fitness’. 
This concept rests on the assumption that what really matters in 
evolution is the survival and replication of genes rather than of the 
Particular individual who carries them. A proportion of the genes 
Carried by an individual will be the same in the siblings of that 
individual; and its immediate offspring will carry 50 per cent of the 
Same genes. Thus the individual’s genes are passed on both via its own 
young and via the young of its relatives. Genes which cause their 
Carrier individuals to produce more replicas of themselves increase in 
fr quency in the population as a whole: they are selected for. 
Consequently one would expect selection for genes which cause 
relatives to be given favoured treatment. But favouring relatives may 
reduce the individual's own future reproductive potential. The genes 
Selected for, therefore, would be expected to be those which cause 
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altruistic favours to be distributed most to closely related relatives, such 
as own offspring, and to a decreasing extent to more distant ime 
Inclusive fitness for reproductive success refers to the fitness not just o 
the individual but also to all of its kind that contain the same genes. 
Thus the evolution of individual altruism may be regarded as based on 
kin selection. This is not a form of group selection but a consequence of 
the essentially selfish nature of the gene, which gives rise to a readiness 
to assist replicas of itself that are carried by other individuals (Dawkins, 
19762). 
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require adjustments in parent and young. We see these particularly 
clearly in man. The parents act not just as providers and protectors but 
as purveyors of information, values and skills: they actively engage in 
the deliberate education and socialization of the child. Complementary 
adjustments in the child take the form of ‘trust’, ‘identification’, interest 
in what the parent does. Phylogenetically, such a reorganization results 
in relaxation of direct environmental control over behaviour. Onto- 
genetically, the organism's dependence on information about the 
environment is greatly increased. Such a strategy entails risks of at least 
two kinds. One is that the parent may neglect its socializing and 
educative functions so that, as the deprivation studies show, the child is 
likely to become functionally inadequate. Here the strategy relies 
heavily on the strong and enduring emotional ties between parent and 
child, especially in man. Another risk is that the parent will perform its 
functions so thoroughly that the child becomes a behavioural replica of 
the parent, which would reduce the child's chances of coping with a 
changing environment. This risk is reduced by the occurrence of a 
developmental period, of so-called adolescent rebellion, when norms 
established in childhood are tested and updated and used as a point of 
departure for the development of new approaches. 

Along with the primate evolution of behavioural plasticity and of 
the open programming of behaviour has gone the evolution of even 
More superior intellectual abilities. Humphrey (1976) has used the 
Cost-benefit approach to support his important suggestion that the high- 
level creative intelligence seen in anthropoid apes and man is the result 
Primarily of social selection pressures. He starts by asking why the 
higher primates need to be as clever as they are, and how clever must 
they be before the returns on superior intellect become vanishingly 
small. He maintains that intellectual capacity in higher primates is far 
higher than is required by the practical technical problems of everyday 
living. The evidence from field studies of chimpanzees all points to the 
fact that subsistence techniques are hardly, if ever, the product of 
Premeditated invention; they are arrived at instead by trial-and-error 
learning or by imitation of others. The remarkable creative reasoning 
of which such animals are capable in laboratory situations scems to 

ave no parallels in the same animals in their natural environment. 
€ assumption on which Humphrey bases his answer is that the life of 
the higher primates depends critically on the possession of wide factual 
Nowledge of practical technique and of the nature of the habitat. Such 
nowledge can only be acquired in the context of a social community : 
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this provides both a medium for the cultural transmission of information 
and a protective environment in which individual learning can occur. 
His proposal is that the chief role of creative intellect is to hold society 
together. "Social primates are required by the very nature of the system 
they create and maintain to be calculating beings; they must be able to 
calculate the consequences of their own behaviour, to calculate the 
likely behaviour of others, to calculate the balance of advantage and 
loss — and all this in a context where the evidence on which their 
calculations are based is ephemeral, ambiguous and liable to change; 
not least as a consequence of their own actions. In such a situation, 


"social skill" goes hand in hand with intellect, and here at last the 
intellectual faculties required are of the 


social plot and counter- 


accumulated knowledge, any more than can a game of chess.’ 
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Psychology, historically speaking, has tended to ignore an ecological 
perspective in its headlong plunge into experimental work (Ambrose, 
1977). Consequently the quip by Bronfenbrenner (1977) that develop- 
mental psychology is, in many respects, ‘the science of the strange 
behaviour ofa child in a strange situation with a strange adult' contains 
more than a grain of truth. One serious outcome of this position is that, 
faced with major questions of social policy on issues ranging from child- 
rearing techniques and educational planning to population density and 
urban planning, this science still has too little to contribute by way of 
relevant factual information. If this is true, it is a measure of the failure 
of developmental theory to embrace, or even adequately to concep- 
tualize, the relevant variables. The question to be addressed in the 
Present section therefore is as follows: What are the essentials of the 
biological conception of ecology, and what are its implications for the 
Way we conceive both of the environment in which human social 
development takes place and of the relations of the developing 
individual to it? The biological approach to be considered next is, in 
fact, influencing two areas of human study concerned with these 
Problems, One is ecological anthropology, which shows promise of 
bringing the diversities and complexities of culture within the ambit of 
ethology (reviewed by Blurton Jones, 1975, 1976). The other, of more 
immediate relevance and therefore to be included below, is ecological 
Psychology, 


The biological approach . 
In ethology and sociobiology the perspective on an animal’s relations 
With its environment is fundamentally an ecological one. It is the 
ecology of an animal, as distinct from its environment, that forms the 
Conceptual context for studies of natural selection and biological 
unction, of social organization, and of the causation of behaviour. It is 
“cause the ecology of an animal is a highly complex, multivariate 
Phenomenon that naturalistic observation is accepted as an essential 
Part of any such studies, at least in the early stages. . 

Ecology as a biological science has its roots in natural history. Its 
central concept, the ecosystem, has a huge connotation. It refers toa 
community of all the living organisms in a given natural environment 
interacting with each other and with the non-living components of that 
environment (Ricklefs, 1973). The concept comprehends both struc- 
tural and functional aspects that can only be handled with a variable- 

Dcus Perspective. Its scope ranges from many different species living 
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together, through populations of any given species, c pet od : 
individuals within a population, to individuals interac S A b echa 
social group. It also includes the environment of rpm 
conceived variously as habitat, territory or resources, T pats in 
features are functionally related by dynamic interactions an — e 
ships of many kinds such as the cyclical exchange of ma ce bs 
energy between the living and non-living parts of the system, un 
chain, predator-prey relationships, competition and co-opera e in 
The key to conceptualizing the content of this vast ecologica a 3 
lies in a systems approach. Structurally the total system is seen E 
constituted of interdependent subsystems. These subsystems me? o 
many different levels of organization. Within the ecosystem as a ls x 
Odum (1971) distinguishes subsystems of populations, organisms, 


A system in ecology is viewed as a liv 


is 
ing whole. Four aspects of thi 
holistic concept must be e 


f re 
mphasized. First, the parts of the whole a E 
s X " : o 
seen, under norma] conditions, as in regular and consistent interacti 
with one another accor 


ding to specifiable rules, The whole is an 
organized network of interacting 


d, each Sy 


ism, for instance, is both dependent on the 
has effects on those others. 
Population, for instance, extends 
ger than the lives of individual members: it is 


edback usually results in the system 
running out of control. 


U 


nder normal conditions any given Subsystem fits with others into 


An evolutionary-biological perspective 27 


a functional whole. By virtue of the ways it interacts with others it 
makes some contribution to the effectiveness of the whole, so that 
without it the whole would be different. The place into which it fits in 
this way is its 'ecological niche". This term seems to be used in biology 
in a number of different ways, but in relation to a species, population 
or individual it usually refers either to its way of life or to the precise 
requirements for its survival. Whereas ‘habitat’ is a structural term 
referring to the environment, ‘niche’ is a functional term referring to 
interaction with the environment, within the context of the ecosystem. 


The approach of. ecological psychology 
In relation to the human species the biologist’s approach to ecology has 
burgeoned into a major applied science that aims to understand and 
control the effects of man’s behaviour on the environment, the emphasis 
being on such features as pollution, overcrowding, threats to resources 
of food and raw materials, damage to wildlife, etc. Less known is the use 
of this approach by psychologists both to reveal the nature and scope 
of the natural environment that causally affects human behaviour and 
development, and to reach towardsa conception of person-environment 
relations that is more ‘realistic’ than that of traditional psychological 
theories, ‘Ecological validity’ has now become an issue for psychological 
research, especially in the area of human social development. While the 
Meaning of the term in this context is rooted in its use by biologists, 
Psychologists are now becoming quite sophisticated in adapting it for 
this new application. N 

Overton and Reese (1977) make the important point that an 
ecological perspective on human behaviour is distinguished not by thg 
use of such concepts as ‘ecological niche’, ‘enduring environment, 
‘molar behaviour’ but by the way these concepts are understood and 
used. What is crucial, according to them, is not the scope of the 
‘nvironment or of behaviour that is taken into account but the nature 
of the relations between man and his environment. There are two 
Views of these relations, long held in philosophy and psychology, that 
are not compatible with ecological thinking. One is the empiricist view 
that all thought and action is a function of the environment, which is 
the basic material reality. According to this, complex variant processes 
9f behaviour are reducible to invariant elementary pieces called 
"sponses, and development is a shaping process with the environment 
35 the sole shaping agent. The other is the idealist, phenomenal view 
that the environment is really a construction of man. Our knowledge 
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of it is no more than a reflection of man's own nature. The ecological 
view is something of a synthesis of these two extreme positions in that 
it sees man and environment as continually changing each other. It is, 
however, more than just a synthesis. It is a ‘systems’ view, whether of 
man and environment each as interdependent systems, or of the two as 
representing one whole system: the relations between man and 
environment are of the nature of reciprocal and cumulative interaction. 
Analyses of these relations must therefore be two- 
effects of the environment, and all 


only by the context of the whole. 


In viewing human develo ment from this perspective, two features 
: velop. persp À ws 
require emphasis. One is the concept of an ‘active’ organism. This t 


fully compatible with the facts of human social interaction from the 
earliest phases onwards. Even the ne 


external stimuli, he shows endogen 
other people (Korner, 1974) 
activity (Prechtl et al., 
(Piaget, 1953) 


way, not just of the 
part-analyses are given meaning 


onatal infant does not just react to 
ous behaviour that has effects on 


ctivity entails denial of a complete 
f the ideal of complete prediction 
973). 


Parts giving rise to new 
lower levels and therefore 
rent from them. Piaget’ (1953) whole theory of 
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propositional theory, of making natural observation techniques more 
fruitful, or of yielding substantive discoveries. What it has done, 
nevertheless, has been to point to new ways of looking at old problems 
and to expand greatly the horizon of areas for scientific enquiry. Such 
implications have been highlighted by Bronfenbrenner (1977) against 
the contrasting background ofthe conventional research model. He has 
spelt out a number of ways in which an emerging ecological model 
would differ from this. In summarizing these the present author has 
selected examples of research which conform to one or another aspect 
of such a model. 

In the classical research model there were usually two parties, an 
experimenter E and a subject S, usually a child. The process under 
Study was unidirectional, E presenting the stimulus and S giving a 
response. Correspondingly, in a field situation such asa home, a parent's 
behaviour would be viewed as stimulus and the child's behaviour as 
response. A first step towards an ecological model would be to see the 
Process as bidirectional. Developmental studies for instance would be 
designed to show not only the influence of the parent on the child but 
also that of the child on the parent. This approach presupposes a dyadic 
model of interaction as in the studies of Lewis and Lee-Painter (1974) 
and Brazelton et al. (1974). A further step would be extension of a two- 
Person model to a three or N-person one on lines indicated by Parsons 
et al. (1955) and Bales (1968). Little employed in practice, such a 
model has the potential for revealing not only first-order effects such as 
those of a mother or father on their child, but second-order effects as 
Well, such as the effects of the father on the mother’s interactions with 
the child, 

. Turning to the research setting, the model would extend this from a 
Single Setting to a multiple one, for example home, school and peer 
Sroup. This not only introduces a comparative perspective but also 
recognizes joint effects, and interactions between settings. Events ina 
Peer Broup, for instance, may change a child’s pattern of interactions 
With his parents with consequent effects on the course of his 
development, This approach was pioneered by Barker and Wright 
(1955) and continued by Schoggen and Barker (1977): A further 

evelopment would be in the way settings are conceptualized. While 
“ategorizing settings as ‘home’ or ‘school’ may throw into relief major 
'Ype-differences, it does not allow for differentiation ofthe nature of the 
child-setting interactions. The way in which development is affected 

Y Interaction in a given setting requires study of the properties of that 
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setting as well as of the interactions in it. This approach has Lect: 
for instance, in showing how home and institutional settings di € 
tially affect the social development of the child (Cochran, aru : 
course of social development is, of course, influenced not only y 
child's immediate settings but also by the nature of encompassing 
systems, described by Brim (1975) as IderocenyiroHtieHte A 
include the neighbourhood, the requirements of the parents won ^ 
transport facilities, child care and welfare arrangements and nationa : 
social and economic policies that bear upon family life. These too mus 
be included in any attempt at a comprehensive ecological perspective. 
Furthermore, the subsystems that constitute any human ecological 
situation are always associated with an ideology that endows meaning 
to social networks, institutions and roles. Since different people tend e 
attach. somewhat. different meanings to a given situation, ful 
understanding of the variance in their interactions is likely to come 
only if the research includes a phenomenological approach which taps 
perceptions and attitudes, in addition to objective observation Lef: 
Ugurel-Semin, 1974). : 
Finally, in taking account of the dynamic nature of any ecological 
system Bronfenbrenner points out the importance of studying processes 


of change. It is not only the child that changes during its development; 
the micro- 


systems in which it lives also change, as also in the modern 
world do the macro-systems. Changes in population size and density, in 
the propo 


rtion of mothers who £0 out to work, in sexual norms, 19 
educational techniques: each of these will aff 


ect the total system in 
evelops. Study of such change effects, whether change 


. in 
» are of interest not only : 
; nature of systems in actio 
Action research i inds, xemplified by Rice and Trist (1952 
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Genetics 


Problems and approaches 

Although it is now widely accepted that the development of social 
behaviour, in man as well as animals, is dependent on genetic as well 
as on environmental factors, in practice research in developmental 
psychology as a whole remains heavily biased towards the exclusive 
role of the environment. As one behaviour geneticist puts it, “The 
nature-nurture controversy has not really died or even faded away; 
with a sprinkling of a few pleasant words about heredity for modern 
flavour, the nurture side of the argument thrives in quiet complacency 
... Lacking is an appreciation of the enormous amount of genetic 
variability existing in human and animal populations . . . In short, the 
very essence of the gene-environment interaction concept has been 
missed’ (Erlenmeyer-Kimling, 1972)- Although this concept is abso- 
lutely basic in biological thinking about behavioural development, the 
study of genetic influences on specifically social behaviour and 
development in man has not yet advanced very far. The situation is not 
helped, furthermore, by its status as a political hot potato. Nevertheless 
Benetics has yielded many fundamental facts and indications (Fuller 
and Thompson, 1960; McClearn, 1970; Ehrman et al., 1972) that can 
help us to size up the problems in this area and approach them with 
theoretical insight. 

The basic principles of genetics have emerged from fundamental 
research on plants and animals. While the objection has sometimes 
been raised that animal models give an incomplete representation of 
the human situation, the fact remains that simplification can often be 
a useful precondition for understanding complex phenomena. The 
Advantages of some animals such as Drosophila, mice and rats for 
behaviour genetics research are that they have large numbers of 
Progeny, have short generation intervals and, most important of all, 
Allow strict control both of mating and of the environment. The 
Principal techniques employed include study of inbred strains whether 
n similar or in different environments, study of hybrids of inbred 
Strains, study of correlations among relatives, and study of the effects of 
Single genes on a variety of structures. Types of behaviour investigated 
Include activity, hoarding, sexual behaviour, social dominance, 
aggression, emotionality and learning performance. The main aim of 
Such studies is to assess the relative importance of genotype, 
environment, and genotype-environment interaction, in accounting 
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for variance in any given phenotype. Since most TM Cd 
i ly behavioural ones, are quantitative, continuously di: e 
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profound implications for the conceptualization and study of human 
Social development. Those to be discussed concern the mode of action 
of genes on behaviour and development, the significance for social 
behaviour of genetically based differences between individuals and 
between populations, and the nature and extent of gene-environment 
interaction in social development. 


Behaviour heritability and development 
It is still commonly believed in the social sciences that the role of 
genetic factors in human behavioural development is limited to effects 
9n the biological substrate of behaviour, various visible characteristics 
Such as height, eye and hair colour, and certain well-known types of 
defective behaviour. The complex behaviour used in normal everyday 
life, which is so much subserved by cognitive functioning and so heavily 
controlled by learning, is held to be so far removed from genes and 
metabolic processes that, for all practical purposes, genetic factors can 
be ignored. "There are two quite basic flaws in this conclusion. One is 
that some characters that are very largely under genetic control, such 
as the morphological characteristics that determine appearance, can 
have far-reaching consequences for the nature of a person's social 
interactions due to issues of social acceptability or disadvantage. The 
other, of more profound significance, is that such a position totally 
Conflicts with the consistent findings of human behaviour genetics that 
many aspects or components of behaviour and physiology, to which 
Social behaviour is related, are in part heritable. This is not to imply 
that any human social behaviour is directly under the control of specific 
Senes in the way that certain movements are in Drosophila or in 
?n6ybees. Most geneticists now see the relationship as one of non- 
congruence; single genes characteristically affect many forms of 
haviour, and single psychological traits have variance ascribable to 
many Senes. The impact of genotype on social behaviour in man 
"Ppcars to be primarily on the parameters that reflect its adaptability 
°F effectiveness and its mode of expression, namely intelligence, and 
v perament, The literature in these areas, reviewed respectively by 
Puller and Thompson (1960) and Vandenberg (1967); even after 
vi ID account of methodological limitations, gives consistent evidence 
a hereditary component underlying them. IQ correlations in most 


Parent—child i ` : e from 0°40 to 0°70, and higher 
St i see alg aliae nd Jarvick, 1963). It is 


r identi i -Kimling a 
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also pM i 
Clear that various special abilities involved in genera 
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such as verbal ability and ability to visualize spatial relations are 
related to genotype. In studies of human traits of personality and 
temperament the hereditary component is, in some cases, as high as 
that for intelligence. Vandenberg (1967), for instance, found this to be 
true for various clusters of traits described as extraversion-introversion, 
dominance, assertion, self-confidence, activity, vigour, need for 
achievement, depression and neuroticism among others. 

Nervous system function has been implicated in numerous studies. 
For example, identical twins share identical EEG patterns (Omenn 
and Motulsky, 1972) and the highly heritable nature of extraversion- 
introversion in humans has been related to the functioning of inhibitory 
systems (Eysenck, 1956). Hormone production and the reactivity of 
target organs, which particularly affect the emotional components of 


social behaviour, are also under strong genetic influence (Hamburg, 
1967). 


, there have been rather few studies directed 
to specificall 


und for person orientation (Gottesman, 1963) 
Vandenberg, 1967); and twin studies show à 
Social interest and stranger fears 


D mày represent the expression of different 
components of the genotype, i 


ation which may differ for 
Periods, and on the waY 
al medium in which they 


À terns, on critical 
behaviour is affected by the environment 


Perhaps the most significant ofall the advances in modern behaviour 


An evolutionary-biological perspective 35 


genetics are the findings that demonstrate gene-environment interac- 
tion in development. Before considering these, it is necessary to be clear 
about the scope of genetically based individual differences. 


Genetic variability and individual uniqueness 
It is a basic tenet of neo-Darwinist evolutionary theory that any species 
or smaller population of a given type of organism will show genetic 
variability. It is a biological necessity because without it natural 
selection could not occur. It is ensured by a number of mechanisms such 
as Mendelian inheritance and by sexual and other types of selection 
(Wilson, 1976). Empirical work in human population genetics fully 
confirms this position. Genetic variability shows most obviously in 
physiological and morphological characters, but all human attributes 
including intelligence and behaviour are implicated. Naturally the 
nearer one gets to social behavioural characters that are most subject to 
cultural influence the more difficult it becomes to demonstrate a genetic 
basis for differences. Furthermore, in discussing this emotionally 
charged area it is important to distinguish whether the discourse 
Concerns within-population or between-population differences. 

_ The main human polymorphisms are apparent within all popula- 
tons. The one with greatest social developmental implications is, of 
Course, sexual dimorphism (Hutt, this volume). Some idea of the 
Possible extent of genetic variation that is not sex-dependent can be 
gained from the figures for certain blood types. For instance in typical 
European populations the frequencies of the A, B, AB and O blood 
‘yPes are 41 per cent, ro per cent, 4 per cent, and 45 per cent 
respectively (Bodmer, 1977). As regards the overall variability of 
Individuals, studies of the protein products of different genes In many 
Species including man have enabled geneticists to agree that the 
Proportion of our genes that are likely to vary significantly within any 
Population is of the incredible order of magnitude of 30 per cent 

arris, 1969; Lewontin and Hubby, 1966). 
the he implications of such a figure for variability in Á nee 
d 9cial behaviour and development are at present quite T now: Ze 
be Present stage of research it is not possible to make any fir 

ments about the genetic basis of the many individual differences in 
etis aspects of normal behaviour in newborn and Wer i sa 
Ch as ivi istress reactivity (Escalona, 

1969). ais Sigg ee? tee confound the issue. 

The em and poui i in older children 
Problems are greater still for specific differences in o 


dimensions related 
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(Thomas et al., 1964) because of the influence of experience. Some 
indications come, however, from studies of between-population 
differences. 

Interpretation of interpopulation, especially racial, differences 
requires the very greatest caution. Genetic variability in morphological 
and anthropometric characters (Dobzhansky, 
acknowledged, as also is that in certain physiological traits such as 
lactose tolerance which makes Possible the digestion of milk (Gottesman 
and Heston, 1972). Socially relevant behavioural traits, however, are 
a source of the hottest controversy. Jensen's genetic interpretation, for 
instance, of the well-known fact that black children reared by their 
own families have IQ scores which, on average, are about fifteen points 
below whites hasshown up all the problems. These include test validity; 
the role of environmental factors, and the fact that within-population 
variability in IO is not related by any simple function to between- 
population variability (Jensen et al, 1971). Similar uproar (Wade, 

1976) has met Wilson (1976) for even entertaining the possibility that 
cultural differences betwee populations might possibly have at least 
Sard to simple sensory traits, however; 
1967) have documented a number of racial 
> auditory, olfactory and tactile discrimination. 
ial differences in temperament gains support 

‘ 1972). While matched Chinese-American 

and European-American newborns had similar scores of sensory and 
aturity and interest in the social environ- 
more readily consolable, mee Sgr Ten icis E 


1970) is of course fully 
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and Motulsky, 
meantime, 
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This is particularly so in view of the extensive research that clearly 
demonstrates the importance of gene-environment interaction in 
development. 


Gene—environment interaction 

The ubiquity of gene-environment interaction in the development of 
behavioural phenotypes appears to be fully agreed among geneticists 
(Erlenmeyer-Kimling, 1972). Three aspects of this concept will be 
emphasized here as of utmost relevance for understanding human social 
development. 

The first is that different genotypes will respond differently to the 
Same environmental conditions. In animals this has been amply 
demonstrated by study of strain differences in the effects of early 
experience. Among mouse strains, for instance, early treatments are far 
from universal in their effects (Erlenmeyer-Kimling, 1972). Whereas 
the C57 BL strain responds to all types of treatments more frequently 
than others, the BALB strain shows generally low responsiveness. 

hereas critical treatments for the former strain are the more 
traumatic ones such as handling, shock or noxious noise, for the latter 
they are changes in general background variables such as isolation, 
environmental enrichment or cage illumination. The behavioural 
Measures showing maximal responsiveness to early treatments also 
vary: C57BL shows it in all except defecation scores, DBA shows it 
mainly in maze learning ability. Some genotypes, furthermore, show 
effects that are quite the reverse of others. In dogs, for instance, 
eXperimental deprivation effects on locomotor activity and on intensity 
of social interaction can be in opposite directions in different breeds 
(Fuller, 1967). Animal findings such as these make it imperative that 

udies of environmental effects on humans should allow for variability 

UE to genetic factors, as did Bowlby (1973) in examining the effects of 
maternal separation on human infants. ` 
inn of the difficulties of demonstrating a ced 
uc at the human level is to be seen in the relations between n e s = 
socio o economic status. While it is possible that mieril = wg 
With economic classes possess low intelligence by virtue o e i; we 

à poor environment, one cannot rule out the other possibility tha 


n P ; 
"ural selection engenders downward mobility for those possessing 


ow lI a in 
inc, nate ability (Thompson, 1972). Perhaps the most convincing 
f nutrition on growth, 


Inte : 
reve onal studies are those on the effects o c à 
"wed by Riciutti (1977). Height differences in genetically 
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also reflect another aspect of the same 


inde and Stevenson-Hinde (1973) are conceiv- 
n young, language 
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oa me predisposition for an organism to develop along a 
Deme zd letermined growth path, called by Waddington (1971) a 
ess pras embryological concept that reflects the 'self-righting" 
Deeg Ze oetal growth processes and the difficulty of deflecting an 
erte m growth path. The best-known example in children 
Page de? phenomenon following a change of environment from 
Much a ing to growth-promoting conditions (Tanner, 1970). 
Frakes oe? and recovery following early social deprivation, 
Ke ein y Clarke and Clarke (1976), becomes more meaningful 
morus iini context, Scarr (1975) has mustered strong evidence 
Period f of her view that intelligence development in the sensorimotor 
well canalized. 


D 
evelopmental process 


m and approaches 
F denea perspectives described in the preceding sections form 
Itis sini within which biologists view the ontogeny of behaviour. 
ontogeny T at this point to emphasize that, in relation to the study of 
1971) P ese perspectives yield no more than a framework. As Beer 
about the ha out, argument from facts pertinent i questions 
individual deam and adaptiveness of behaviour to conclusions about 
about the ehavioural development is weak. Facts about heredity and 
about proc nature of the environment carry no precise entailments 
ito a ve? of development. What the framework does do, however, 
undamentally the way biologists and biological psychologists 


Conce ; f 
ptualize development. This in turn has major consequences for 
fdata that are sought in attempting 


s. These consequences have emerged 
nd biopsychology over 


long-held assumptions. 
istinctions between different 
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fino of developmental question what changes take place as the 
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© co $ 
urse of development and what kin 
duce their effects? (process or 


of course, in no way different 


Mechanj 
anism). These types of question are, 
The sorts of answer 
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to be expected, however, have been quite different in the two fields. In 
psychology the emphasis in description was on the measurement of 
changes in capacity and performance in standard situations. In causal 
study the only factors considered rel 
were environmental. The onl 
take effect was considered to 


evelopmental, is usually a matter of the 


process studies have come to be concerned with 
constructing models that doj 


Classification and developmental issues 
It isa great help in understandi 
problems, such as those of deve. 


© a particular way of life, the 
volution by natural selection- 


hat diversity among organisms is not random 
could not, however, have been achieved without a vital preceding step- 


This was the ordering of phenomena by means of classification, which 
culminated in the Linnean taxonomic system. It js not surprising, 
therefore, that the advances made by biologists over the last thirty 
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years in conceptualizing development have been due in no small way 
to the attention paid to classifying, not only diverse behaviour itself, 
but also the diverse kinds of problem involved in studying its 
organization and development. Much of this work has been done by 
Hinde (e.g. 1959, 1971) who, aware that any classification has limits to 
its usefulness, has helped to expose classifications that have been 
misleading. 

Diversity in behaviour was of central interest to the ‘founders’ of 
both ethology and biopsychology. The studies of Lorenz (1958) and 
Tinbergen (1951) on the adaptive functions of behaviour showed that 
a similar function in different species could be served by quite different 
types of behaviour. Schneirla (1952), in his studies of the processes at 
work in organism-environment interaction, placed great emphasis on 
the fact that similar types of behaviour in different species could be 
Subserved by different mechanisms. Thus the two schools of thought 
Shared a common attitude towards comparative study. Contrary to the 
behaviourist view which looked only for similarities across species for 
the purpose ofestablishing the wide generality of principles of learning, 
they regarded the differences as just as revealing, if not more so, than 
the similarities, 

There were, however, major theoretical differences between the two 
Schools about the ways in which behaviour and development could be 
affected by inherited and environmental factors. It was the consequent 
interplay between ethologists and biopsychologists that was ped 
responsible for the first major conceptual advance: exposure of the 
logical inadequacy of the traditional dichotomous classification of 

Chaviour into the categories of innate and learned. The detailed 
analyses of instinctive behaviour patterns in animals by Lorenz (1950) 
and Tinbergen (1951), and the discovery of imprinting, had already 
Pointed to serious limitations to the generality of conventional learning 
theories. Then the conception that all change in behaviour due to 
environmental influence could be attributed to learning was challenged 

Y Schneirla's (1957) exposition of the role of ‘experience’ in 
development, He showed that this concept refers to a wide range of 
Processes, of which learning is only a relatively small part. Lorenz 
fu however, continued to uphold the ger, S - om 
int d eveloped, functionally adaptive, behaviour patte pret 
"ercalation of elements that are either innate or learned, the sour 
Information leading to their adaptiveness being, respectively, either 

© genes or the environment, never both. Lehrman's attacks (1953; 
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1970) on this position reflected Schneirla's much more developmental 
orientation, development being conceived as a continual process o: 
interaction between organism and environment, the multiple effects of 
external and internal stimulation depending intimately on the changing 
nature of the organism at successive phases of development. This view 
links naturally with that of the behaviour geneticists on gene- 
environment interaction described in the previous section. The 
resulting clarification was decisive. As pin-pointed by Bateson and 
Hinde (1976), classification of behaviour in terms of its sources or 
origins is neither the same as saying that behaviour is either innate OF 
learned, nor does it have implications for the processes by which it 
develops. Such a classification is of use only in referring to differences 
between species or individuals. Once these have been identified as 
either genetic or environmental in origin, further analysis is necessary 
to understand how such factors produce their effects. As emphasized by 
Hebb (1953), the development of behaviour is fully dependent on both 
genes and environment, like the area of a rectangle is on its length and 
breadth. How the two interact in the development of an individual can 
only be determined by empirical analysis, 

Classification of the kinds of factor to be taken into account in such 
analysis has played a large part in recent theoretical work in ethology: 
The fruitfulness of this work has been due in no small way to s 
freedom from limitation by either a learning theory or an innate 
behaviour frame of reference; also to its recognition that learning 4 
only one of many kinds of developmental process. Correspondingly, 
has led to formulation of the fact that learning in the natura 
environment is subject to constraints of many kinds. Comparative an ` 
developmental research brought together by Hinde and wa 
Hinde (1973) has produced a large array of examples of the fact tha 
cach species has its own particular limitations and predispositions is 
learning, and attempts are being made to classify these. They are by it 
means just a matter of capacity. Stimulus selection, reinforcemen 
effects varying from one response to another, interference by othe 
responses in the learning situation, homeostatic conditions, condition 3 
the nervous system, sex differences: these and other types of factor = 
affect the nature and extent of the learning that can occur n 
particular situation. Furthermore such constraints are not n 
throughout ontogeny, as is well known from the study of Some? 
periods. At the human level considerations such as these are, of co og 
of the utmost theoretical and social significance. But it is only thro 
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becoming aware of the possibilities here that investigators will start to 
enquire about the limitations of learning in social development. 

In developmental research an initial problem is always the 
specification of variables, whether dependent, independent or multiple, 
that are both biologically relevant and susceptible to analytical 
Procedures. The difficulty has always been greatest in the case of ‘social’ 
variables. Here again consideration of the way these are classified has 
led to important distinctions that can affect research strategy. For 
instance, decisions about how far the behavioural units to be studied 
should be molar or molecular can be affected by whether the 
Classification used is a functional or a causal one. Whereas a causal 
Category is one which groups activities according to a common causal 
factor (e.g. maternal behaviour in relation to a child), a functional one 
8roups them according to a common adaptive consequence (e.g. 
Teproductive behaviour) (Hinde, 1970). While the two sorts ; of 
Classification often correspond and the functional may be a good guide 
to the Causal, this is not always the case. In reproductive behaviour, for 
€xample, sexual behaviour and parental behaviour depend on different 
causal factors; and even a single motor pattern, such as smiling, may 

ave different functions in different causal situations (Ambrose, 1960). 
any discussions of human development referring to types of behaviour 
Mat are functionally defined, such as aggression, get Into difficulties 
through assuming that its causation is uniform in all situations (e.g. 

A 1976). 
nother type of conceptual distinction concer 
eire: f eta in terms of duration these may range from 
enee to the whole span of an individual's dee 
zs At the same time the scope of the effects may be consi vs D 

Sünction made between those that are specific and those SN nn 
general (Bateson, 1976). Although findings about one Se arcc is 
Sar imply the others, the temptation to go E a Gene: 
term Ways resisted. For instance, the research on the weer 
un effects of mother-infant separation has somet E e 

Justifiably to imply similar long-term effects as we" 
Prevailing int p al significance of the early 

erest in the developmental sig 


ASS EE relationship needs to take account of Eege 

Sie: is alr eady apparent from the evidence for epica 
els or 

Of e. S In early human development (Dunn, 1976), an Kos? 


geg Social interaction on later cognitive development 


ns the effects of causal 
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Systems and development 

Implicit in the way biologists approach the study of development is the 
assumption that they are dealing with systems. The fully functioning 
organism is viewed asa system that is built up of subsystems at different 
levels of organization. Enduring structures of acids and proteins 
constitute cells, structures of cells of various types constitute organs 
and structures of organs constitute organisms. There is a tendency for 
such a systems view to be extended beyond the individual organism. 
Individuals in enduring relationships with one another are the parts 
that constitute groups, and groups related to each other in particular 
Ways constitute social organizations. The problems of understanding 


as those of biochemistry, neurophysiology, psychology, anthropology 
and sociology. Just as the whole is more than the sum of its parts, sO the 


not be predicted from those 


y of resynthesis: description and explanation of relations 
nsistently into the functioning 
The steady retreat from learning theory 
of human behaviour is due in no small part 
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age according to the kinds of controlling factor to which behaviour is 
susceptible. Furthermore, the nature of social influences can themselves 
be usefully treated in terms of levels. Hinde and Stevenson-Hinde 
(1976) have distinguished between social interactions (moment to 
moment), social relationships (series of social interactions occurring 
regularly between the same individuals) and social structure (a set of 
social relationships between different individuals). 

It is sometimes thought that the only really satisfactory analyses of 
how behaviour occurs and develops will be in terms of structure and 
function at the level of the nervous system. Ethologists do not, however, 
believe this. Understanding of how different computers perform 
according to a given programme does not come from studying their 
Complete wiring diagrams: they may be constructed in quite different 
Ways and still produce the same result. Dawkins (1976b) points out that 
the useful answer to how they work is in terms not of the hardware but 
of the software. He suggests that just as the major principles of genetics 
Were all inferred from external evidence long before the internal 
molecular structure of the gene was thought about, so understanding of 

haviour will come from distillation of principles at a higher level. 
"ww à view implies that real progress in understanding behaviour and 
5development is dependent upon the construction of adequate models. 
m seeking to conceptualize behavioural developmental we 
"iis, qi and biopsychologists at the present time are Re e 
tie embracing theory as did Werner (Langer, 1070) = nt a 
are th our empirical knowledge makes this totally prema' eg ver? 
into d feeling towards concepts and models that help to as and 
= Clatively limited ranges of diverse data, both nde cem 
"m. Ontogeny. The models are basically of two kinds: pie 
the Soe with what it is that changes during ios milan 
atan ucture and processes underlying functional behaviow rei 
that Y given time, and, second, those concerned with how thes > 
35; the processes underlying developmental change. ized 
get L ng the earlier attempts to formulate how caer » Fir 
inbe gege energy model of motivation (discussed y 2: à Ko 
Nri iin (1951) hierarchical organization of be cale i 
Toces, Nd and Schneirla's (1959) biphasic pi s S r vertebrates 
andi S- While these models, based on the study of lower ver e this 

nsects, made important contributions to research at the time, t 
: Doria uda i xplaining 

ventually showed their limitations especially in exp 


n 
earch e Zeg: 
avi 5 e ] problems 1n 
lour at mammalian levels (Hinde, 1970). Centra! P 
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understanding complex behaviour are how to analyse its sequential 
occurrence and how to conceive of the tremendous amount of 
information by which it must be regulated. In approaching these 
problems two concepts that are fundamental in the treatment of systems 
in biology have dominated the scene, namely hierarchy and regulation 


the TOTE system of Miller et al. (1960) greatly influenced subsequent 
thinking, and the potential power of the hierarchy concept in ordering 
behaviour has been pointed out by Dawkins (1976b). Other models 
that have been applied to the problems, reviewed by Vowles (1970), 


continual monitoring of the 
ates, and finite systems which 
mber of possible states. Vowles 
atical models such as phrase 
ars, because of their ability both 
odigious amounts of information 
overning transition probabilities. 
ptimality theory which treats successive decision- 
c analysis of costs and benefits is being studied by 


E d à Some structures serving body maintenance 
and physiologica] homeostasis, others taking forms that are preparatory 
‘ons. While the process is one of continual 


rc and environment it is also self-stabilizing- 
The course followed in thed 


to each other is resistant to modification, or canalized: there are 


€ction of change along developmental 
1971) modelled these as a ball running 
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examined by Bateson (1976). He suggests a model for behaviour 
whereby its development is guided by internal rules, but reciprocity 
between individualand environment gives these rules greater flexibility 
and definition. 

The influence of these and other biological models on theory and 
research in human social development appears to be on the increase. 
Reference to discussions of canalization and self-righting tendencies in 
infant development has already been made. Many features of the 
models discussed will be recognized in biologically orientated human 
developmental theories of cognition (Piaget, 1953) and of attachment 
(Bowlby, 1969). They are also evident in theoretical studies by 
Psychologists of the basic requirements for constructing developmental 
models (e.g. Freedle, 1976; Witz, 1976). 


Conclusion 


The scope of the biological approach to human social development that 
has been proposed in this chapter is determined by neo-Darwinian 
evolutionary theory. According to this theory, the social behaviour, 
and its mode of development, that is characteristic of the human species 
including the operation of culture, verbal language and other unique 
features, is part ofan adaptive strategy that has evolved under pressures 
of natural selection. The place of ontogeny within the theory is as the 
Means whereby genes that subserve this strategy get tested for their 
adaptive consequences and then replicated, thus enabling the contin- 
uation and perhaps further evolution of the species. In this context, 
Study of the development of human social behaviour becomes 

lologically meaningful only when conceived against the background 
of (1) its evolutionary history, (2) its adaptive functions, (3) the ecology 
9f the individual, (4) the genotype of the individual and (5) the 
interactional nature of developmental process. 
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upbringing of boys and girls induces, and so on. The same point 
emerges from intra-societal comparisons, albeit in a less dramatic form: 
the influence of social class on language acquisition and subsequent 
intellectual performance is one such instance. 

Yet it is easy to concentrate on differences and neglect the similarities 
underlying the diversity. The very nature of mother and child imposes 
constraints that ensure a basic similarity underlying the social 
behaviour of all. Thus all infants are born motorically helpless and 
dependent and signal their needs by such species-specific responses as 
crying and smiling, and the manner of responding to these signals on 
the part of their caretakers shows remarkable similarities too — see, for 
example, the universal usage of adults’ baby language when addressing 
young children (Fergusson, 1964). An account of social development 
ought therefore not to confine itself to explaining differences alone: it 
should also consider similarities, 

The society that impinges on a child is, of course, not an abstract 
entity; it functions through particular agents. Two questions arise, 
namely who these agents are and how they function. Our concern in 
this chapter is with the latter problem; before we turn to its 
examination, however, let us also acknowledge the importance of the 
former. The identity of socialization agents varies to some extent from 
one culture to another: older siblings, the maternal uncle, and unrelated 
women have all been found to Play roles in other societies that they do 
not play in our own. Yet in our society too there is nothing absolute 
about the identity of socialization agents, 
rapid changes overtaking such institutions as the nuclear family. The 
increasing recognition given to the influence of the father (Lamb, 
1976) and of peers (Bronfenbrenner, 1971; Hartup, 1970) is ample 
testimony of this fact, as is the virtual disappearance of the wet-nurse 
and the nanny who in former times played such important parts 17 
certain social circles, 

Nevertheless, in the first year or two of life (the period of concern to 
us in the present chapter) the child’s care in most cases tends to be the 
primary responsibility of one person. That person — whether the child's 
biological parent or not, even whether male or female — we shall refer 
to as ‘mother’. It is by analysing the child's interactions with that 
individual that we can learn how the first steps in the socialization 
process are taken. This chapter will therefore examine the events that 
take place in these interactions, with particular reference to the part 
played by the mother in determining their Structure. 


particularly in view of the 
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Approaches to socialization 


Socialization is an umbrella term that refers to a wide range of topics 
frequently bound together in only the most tenuous manner. The very 
diversity of definitions given to the term is an indication of this 
confusion. LeVine (1969), for example, distinguishes three views of the 
Process namely socialization as enculturation, as the acquisition of 
Impulse control, and as role training. The three views are said to 
correspond roughly to the orientations of cultural anthropology, 
Psychology and sociology respectively. 

Yet even within any one of these disciplines, with particular 
Sec to psychology, there is by no means unanimity. To a large 
that ie this is a reflection of the particular theory of child development 
ëch appens to be prevalent at the time. For example, as long as 
as E theory was the predominant point of view, the child was seen 
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infant behaviour has now spelled out the details of psychological 
competence in the early months and years of life and demonstrated the 
many avenues open to the infant to make contact with others. The 
child-rearing literature echoed this change of orientation: from a 
concern with the socializing adult’s action it switched to a concern with 
the socialized child's action, and a primarily child-centred approach 
thus came into being — one which focused solely on the child and took 
the environment for granted, neglecting its variations and treating it 
simply asa constant. We thus see a swing from one exteme to the other, 
from a preoccupation with environmental forces to a preoccupation 
with the individual child without any reference to that environment. 
In each case a uni-directional view is taken which neglects one half of 
the picture. 
Itisonly more recently that a dyadic view has emerged. Socialization, 
thus conceived, is based on interaction and its function is to smooth the 
conduct of such interaction. It always involves two (or more) 
participants, each already equipped with his own set of predispositions, 
aims, intentions and predilections, and any interaction between them 
must therefore inevitably involve a negotiating process, as a result of 
which progressive modification in the behaviour of both participants 
takes place. Zigler and Child (1973) bring us nearest to this point of 
view with their characterization of socialization as ‘the whole process 
by which an individual develops, through transactions with other people, his 
specific patterns of socially relevant behaviour and experience’ (italics 
ours). To understand the socialization process means therefore that 
these transactions must be examined in detail, for by attending to the 
behaviour of both parties we can learn how the child becomes gradually 
transformed into an increasingly acculturated being. 

This also means, however, that our concern is no longer solely with 
long-term effects — with just the final product that eventually emerges 
in maturity. Much of previous research involved efforts to link early 
experience in child-rearing situations to personality characteristics in 
maturity — efforts that (as reviews by Orlansky, 1949, and Caldwell, 
1964, have shown) have resulted in ambiguous and often negative 
results. It is now apparent that the attempt to forge such links over time 
is too fraught with methodological and conceptual difficulties to make 
simple antecedent-consequent statements possible (Clarke and Clarke; 
1976). Instead, consideration needs to be given to all the intermediate 
steps, i.e. to the here-and-now effects that indicate how the child and his 
adult caretakers progressively modify each other. 
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That children's behaviour is changed as a result of interacting with 
socializing agents, and that this change occurs in particular directions 
which reflect the values of the society in which they live, is, of course, 
not in question. How the change is brought about, however, isstill open 
to debate. In the past socialization has generally been treated as though 
a model of ‘potty training’ were applicable to it all: as though, that is, 
it is solely concerned with preventing the child from doing what is 
natural and forcing him to comply with some quite arbitrary requests 
by powerful adults for new and unnatural behaviour. Such a view sees 
the child as being in fundamental opposition to society, and conceives 
of socializing techniques as those forces (often punitive) that push the 
child into compliance. Many such techniques have been suggested in 
the past (Hoffman, 1970), power assertion and withdrawal of love 
being perhaps the most common. Thus much of the socialization 
literature is concerned with sanctions and with the way in which 
Socially desirable behaviour is reinforced and undesirable behaviour 
Punished. 

There are a number of criticisms of this view that one can make: the 
slippery nature of the concept of reinforcement and the consequent 
difficulty of ever proving or disproving it; the fact that the techniques 
Suggested are rarely derived from observing what parents actually do; 
the highly constrained model of the rewarding or punishing parent 
Which laboratory studies of social reinforcement generally assume, and 
50 on. But more important, it neglects the basic mutuality between 
Mother and child that recent studies have so strongly emphasized and 
that forms the framework within which any attempt to understand the 


Social; . 
lalization process must be placed. 


Mother- child mutuality 
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expressed, the variations in intensity of both an intra- and an inter- 
individual nature, the persons to whom they are directed, and so on. 
The focus of study, in other words, is on the child per se, with relatively 
little attention being paid to his social partners and the interaction with 
them. ` 
It is only recently that a new direction has been taken in the way In 
which early social development is approached, with emphasis given to 
the interactive quality of social behaviour (Schaffer, 1977a). The 
mother-child relationship is seen, in other words, as a total dyadic 
system in which both partners play a part in achieving mutual 
synchrony. Accordingly, the questions now asked by investigators are 
different: they concern the nature of these early dyadic systems, their 
characteristics at different developmental Stages, and the respective 
contributions which mother and child make to the interaction. 


Some early social interactions 


Let us first acknowledge the fact that from birth onwards an infant 
Participates in interpersonal behaviour sequences of many types, of 
varying degrees of sophistication and intricacy, and involving different 
channels of communication (visual, vocal, tactual, and so on), but all 
already bearing some of the hallmarks that characterize interpersonal 
dialogues. Some examples, though drawn from very different situations, 
show the communality that exists among these early dialogues. 

The sucking response is the first means whereby an infant comes into 
close contact with another being. A great body of work (reviewed by 
Kessen et al., 1970) testifies to the intricacy of this response; 1n 
particular, we have learned a great deal in recent years about the 
innately based temporal organization underlying sucking. This 
normally takes the form of a burst-pause pattern, i.e. sucks tend to 


Occur in a series of bursts, with pauses interspersed. We are thus 
confronted with a high-fre 


simple motor activity that i 
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to interact with their babies in precise synchrony with the burst-pause 
pattern of sucking. During bursts they are generally quiet and inactive; 
during pauses, on the other hand, they jiggle, stroke and talk to the 
baby, thereby setting in motion an alternating pattern in which first 
one and then the other is principal actor while the other remains 
Passive. This is primarily brought about, however, because the mother 
allows herself to be paced by the infant's spontaneous behaviour: she 
fits in with his natural sucking pattern, responds to his ceasing to suck 
as though it were a signal to her, and in this way sets up a dialogue 
between them. 

_ This example provides us with a prototype for a great deal of early 
Interaction, In particular, it emphasizes that the interpersonal 
Synchrony generally observed between mother and infant is based on 
the integration of the two participants’ responses over time, and that it is 
accomplished on the basis of two main factors: first, the baby’s 
Spontaneously occurring behaviour, temporally organized according 
e: €ndogenous mechanisms, and, second, the mother’s sensitivity to 
Such Periodicity and her willingness to fit in with this pattern. The 
Precision and smoothness which generally characterize the interaction 
5 thus the resultant of these two factors. 


A second example concerns vocal interchange. 
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pauses between the bouts. Thus — as with sucking — we find that Ce 
interaction starts with the infant's spontaneous behaviour and that the 
mother, by virtue of her sensitivity to the temporal patterning of her 
baby's responses, then incorporates these into a mutual exchange a 
which she acts as if his behaviour had truly communicationa. 
significance. 

po further example comes from a study by Collis and Schaffer 
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hallmarks of being socially pre-adapted, ie. that by virtue of its 
endogenous characteristics it is from the beginning specifically suited 
to social interaction. Two aspects of social pre-adaptation may be 
distinguished, namely structural and functional aspects. The former refer 
to those bodily structures which serve to bring the infant into contact 
with other people, such as the oral apparatus that is precisely adapted 
to cope with the nipple and food that the mother will provide, his visual 
Structures that are highly sensitive to those aspects of stimulation that 
tend to emanate from other people's faces, and his auditory equipment 
that is selectively attuned to the human voice. Functional aspects refer 
to the way in which these structures are used, and may be seen in 
Particular in the fact that from the first weeks of life the different 
behaviour patterns of the child (sucking, smiling, crying, and so on) are 
?rganized according to specific temporal sequences. Thus the biological 
Thythms that underlie such responses as sucking have a regularity 
Which make it possible for the mother to anticipate the infant’s 
behaviour, and it may well be that the split-second timing that 
characterizes so much of interactive behaviour is the result of such 
anticipation, And furthermore, the on-off nature of so much of sensori- 
Motor activity (seen, for example, in the bout structure of vocalization) 
Provides the pauses that enable the other person to take turns with the 
Infant and in this way to set up the pseudo-dialogues so characteristic 
of the infant’s early social life. . — 
" basic compatibility between the infant and his caretakers is thus 
Sured. In due course, through repeated participation in interactive 
Wee the infant's primitive temporal patterns become n 
Bis vastly more complex and flexible structures. rm € 
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child has been based to a considerable extent on the use of interviews 
and questionnaires, in which the individuals involved reported on their 
own behaviour. The advantage of such global techniques lies, of course, 
in their economy: within the space ofa few minutes a mother can make 
generalized statements about her behaviour within the last twenty-four 
hours, the last week or the last few years. She has, moreover, access to 
parts of the family's daily life that outsiders would not normally 
penetrate, and in addition she can endow events with an emotional 
significance that might well be missed by an impartial observer. 

Yet the disadvantages of such an approach have gradually come to 

. outweigh the advantages. In part this arises from increasing doubts 
about the reliability of data so obtained: for instance, in an 
unfortunately only too rare attempt at replication Yarrow et al. (1968) 
completely failed to confirm the classical study of Sears et al. (1957), in 
which reports from the mothers of 379 five-year-old children had been 
obtained regarding the rearing practices they had adopted at various 
phases of the child’s life. Using the same techniques and measures of 
Sears et al. in order to examine the child-rearing antecedents of 
dependence, aggression and conscience formation, Yarrow and her 
colleagues were unable to find the patterns of relationships previously 
obtained, and were thus forced to conclude that the assumed link 
between maternal influence and child behaviour has as yet no roots in 
solid data and that its verification thus remains a subject for future 
research. 

Equally compelling, however, was the gradual disillusionment with 
the kinds of concepts that were used for elucidating parental behaviour 
- concepts like warmth, rejection, authoritarianism, and so forth. 
Adopted originally because of their wide-ranging nature, it gradually 
became clear that they were far too global and arbitrary for explanatory 
purposes. As summary variables they average out parental character- 
istics over time and situation and asa result not only neglect some of the 
most meaningful nuances of the relationship but also fail to act as 
predictors of child behaviour. Concepts need to arise out of the 
behavioural data to which they refer rather than be imposed on them. 

Accordingly, a much more observationally based approach to the 
study of the mother-child relationship has now been adopted — 
impelled to a considerable extent by the growth of human ethology 
(Blurton Jones, 1972). It has also become apparent that when this 
approach is employed at a highly detailed, micro-analytic level of 
description, a great many new phenomena may be uncovered which 
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throw light on the way in which mother and child establish mutuality 
(Schaffer, 19772). In particular, it is now becoming possible to specify 
much more precisely just what dyadic techniques a mother employs in 
interacting with children at various ages (see Schaffer, 1977b, for 
further discussion). 

That mothers carefully and continuously adjust the type of 
stimulation offered to an infant throughout the course ofan interactive 
episode and that they most sensitively, though generally quite 
unconsciously, adjust their behaviour towards him in the light of their 
Perception of his capacities, has been documented by a number of 
Writers. For example, analyses of speech addressed by mothers to their 
Children show that linguistic complexity varies quite systematically 
With the child's age: the younger the child, the simpler the verbal input 
Which the mother provides (Snow, 1972; Phillips, 1973). Similarly, as 
Stern et a]. (1977) have described, the behaviour of a mother talking to 
à three-months-old infant is characterized by the highly repetitive 
nature of her vocal and gestural acts, the grossly exaggerated form of 
her facial expressions, and the slowing down of her vocalizations. Not 
only the content but also the form of her behaviour is adjusted to the 
Infant — as though she were aware of his limited capacity for information 
Processing and hence wanted to ensure that she would not lose his 
interest. Stimulation is thus offered in such a way that it matches the 
Infant’s ability to assimilate it. 
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reasons for its absence in some pathological cases, and the extent to 
which it can be improved through training and experience are all 
further issues to which we have as yet no answer. What is clear is that 
sensitivity involves a close monitoring of the child's actions, the ability 
to respond appropriately and to monitor in turn the effects on him ofthe 
mother's own behaviour, and the willingness subsequently to change 
that behaviour in the light of these effects. It represents a basic condition 
for the occurrence and development of mother-infant dialogues. 

The infant's active role in determining the course and content of 
social interactions clearly deserves emphasis. Let us, however, also note 
that most of the recent work in this area has been based on situations 
specifically set up to bring out this fact, i.e. they have maximized the 
possibility for the infant to take the intitiative, confining the mother to 
following his lead and adapting to his particular requirements. 
However, in acknowledging the reality of this phenomenon there is à 
danger that we may swing from one extreme to another: from seeing 
mother as a dictator (albeit benevolent) to seeing her as a nonentity 
(albeit an alert one). In other words we would no longer be 
acknowledging the obvious fact that mothers do have to take the 
initiative from time to time, that they do have purposes and goals and 
needs of their own which they wish to convey to their children and with 
which the children have to fit in. The more assertive aspects of maternal 
behaviour must thus also be accounted for if we are to do justice to the 
total range of mother-child interaction: accordingly we shall turn to 
an examination of maternal control techniques in the next section. 


Maternal controls 


Given the new approach to the study of mother-child interaction, with 
its emphasis on the dyadic nature of the relationship and the use of 
micro-analytic techniques to examine its structure in detail, it is time 
to return to an old problem with a fresh look and ask the question that 
lies at the heart of the socialization issue, namely what do mothers in fact 
do when they wish to direct their children’s behaviour into particular channels ? 
This problem arises in its most acute form in the second year of life. 
It has been suggested that ‘obedience’ cannot be expected until the end 
of the first year (Stayton et al, 1971); in any case, the onset © 
independent mobility around this time means that there is now ? 
pressing need for controlling tactics that are rapidly administered and 
effective. Fortunately at this time too the child begins to reveal à 
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tudimentary comprehension of spoken language, and the need to 
control behaviour from a distance is thus partly met. Whereas in the 
first year the mother's control techniques are likely to assume a 
Primarily non-verbal form (i.e. through physical manipulation of the 
child and his environment), the development of language comprehen- 
sion and the greater understanding of gestures on the part of the child 
offer a vastly increased scope for methods of influencing the course of 
his behaviour. The nature of these methods and their functioning need 
describing. 

We have recently been studying maternal control techniques in two 
8toups of mother-infant dyads, involving children aged fifteen and 
twenty-four months respectively. Each mother-child pair is observed 
under free play conditions for a period of eight minutes. There is a 
large number of toys in the room in which the observations are made, 
and to ensure that she takes an active role in the interactions the mother 
15 instructed to encourage the child to play with as many toys as 
Possible and not to have him spend all the time with one or two toys. 

he entire procedure is video-recorded from behind a one-way screen 
and it is the fine-grain analysis of the records of these social encounters 
that Provides the basis for our discussion on control techniques. 


The nature 
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it expresses, and far more with the behaviour patterns themselves that 
are used to bring about control, i.e. that are intended to result in the 
child's compliance with the adult's wishes. We are also not concerned 
with the long-term effects on the child, i.e. with the internalization of 
the social values conveyed to him. The primary need at present is to 
examine control techniques in terms of their here-and-now impact. 


The range and variety of control techniques 

Any attempt at detailed description of how mothers set out to influence 
their children'songoing behaviour must do justice to the extraordinarily 
wide range of techniques employed by them. However, analysis of the 
play sessions observed by us suggested a way of organizing these 
techniques within one global taxonomic scheme, which is illustrated 
diagrammatically in Figures 2.1 and 2.2. A discussion of the distinctions 
drawn within this scheme may serve to convey some flavour of the 


variety of control techniques applied to children in the second year of 
life. 


Verbal controls. A fundamental distinction is that between controls 
administered through the medium of language and those manifest 1n 
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approximately half of all maternal utterances in both the age groups 
observed by us were judged to be verbal control utterances. It would be 
a mistake, however, to analyse these simply in terms of the categories 
commonly applied to directive speech found in adult social encounters 
(eg. Ervin-Tripp, 1976), for such a procedure would not respect the 
special features of speech addressed to young children. In particular, 
one salient difference to which an examination of the latter points is 
that between utterances pertaining to the control of attention and those 
Pertaining to the control of action. 

Action controls aim to modify the course of the child’s behaviour by 
Specifying some activity that he is expected to perform. Thus they 
involve verbs such as ‘push’, ‘fetch’, ‘kick’, etc., designed to initiate some 
response that the child is not at the time engaged in. However, action 
controls may also be intended to modify an activity that is already 
underway; the action verb may then be implicit, e.g. ‘Do that again 
Over here! By these means the child’s behaviour is constrained or 
channelled in some respect; the degree of constraint, however, may 
vary considerably according to the nature of the utterance and the 
extent to which it permits a variety of ‘appropriate’ responses. Thus, at 
one extreme, a mother is highly explicit in what is expected from the 
child: "Push the car to me", specifying action, object and location; ER 
the other extreme a statement such as ‘Play with the car!’, while also a 
command, is far less specific as to what the child is to do and leaves a 
Wide range of choices open to him. There may well be an important 
ee E of maternal differences in this respect that cries E - 
vi Tied: a mother's controls can be viewed in terms s ur ine 
individua vide for compliance, E the question ot co 
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directives control behaviour by guiding it into specified channels, 
prohibitives control it by blocking channels, the child being told no! to 
act or not to attend. 

However, the aim of preventing or terminating an activity is not 
exclusively served by prohibitives. Consider a mother coping with a 
child who has put a toy in his mouth: she may, it is true, issue a 
straightforward prohibitive, ‘Don’t eat teddy!'; on the other hand, she 
may attempt to achieve the same aim with ‘Take teddy out of your 
mouth? or even ‘Put teddy in the pram!’ These more subtle ways of 
preventing some action deemed undesirable by the mother are 
especially characteristic of attention controls for which prohibitives, 
although possible, occur only infrequently. The task of shifting a child's 
attention away from something is usually achieved by distraction, Le: 
by providing an alternative and, ideally, more interesting focus — thus, 
to the child who has seen an electric socket: *Look [instead] at this 
lovely spinning top" Speech containing many prohibitives is usually 
regarded as authoritarian, and it may well be important to distinguish 
maternal strategies that are highly reliant on the use of prohibitives. It 
is clear, however, that a mother may be just as restrictive but achieve 
her end in more positive ways, i.e. by the skilful and timely use of 
directives, 

The examples of verbal controls with which we have illustrated the 
discussion so far, and the widespread view that speech addressed to 
young children tends to be highly simplified (e.g. Snow, 1972), might 
suggest that control utterances are always delivered in the simple 
grammatical form appropriate to commands, i.e. the imperative. This, 
however, is by no means so; action and attention can also be 
manipulated by interrogatives, declaratives and by moodless utterances Dë: 
those lacking a verb, c.f. Sinclair and Coulthard, 1975). 

The imperative category does, of course, provide the most unambig- 
uous examples of verbal control: ‘Throw me the ball", ‘Look at those 
bricks!’ Interrogatives tend to be much more varied, and to an adult 
different interrogative constructions can provide questions with subtle 
variations in meaning (Ervin-Tripp, 1976). Consider, for example, 
‘Shall we sit teddy over there”, ‘Can you sit teddy over there?", ‘will 
teddy sit over there?’, ‘Why not sit teddy over there?” It seems unlikely 
that very young children can discriminate the shades of meaning that 
distinguish these utterances, and available evidence (Shatz, 1978) 
suggests that children in the second year react to such questions muc 
as they would to imperatives. One way of viewing these interrogative 


T . 
he role of the mother in early social development 71 


utterances is as : , " 
constriction Bote a n = x ania in that the interrogative 
addition. The embedded i PEAS ED ARADI and object as a formal 
of attention interro jd imperative form is, however, less characteristic 
or finding games ia which: These frequently are variations of naming 
‘see’ do not np pa explicit attention verbs such as ‘look’ or 
Declarative —-À at's this here? or ‘Where’s teddy ? 
command. Taken lite idi super witi another foeni of wee 
May seem the least E n they usually convey information and thus 
action is sometimes Bes en the Ken grammatical forms. An 
imperative: ‘You h specified, again in the manner of an embedded 
explicit, as in q Mim to push it right down', but it may be even less 
Benerally used to A the top comes off". Attention declaratives are 
wheelbarrow’ Si identify the location of an object: ‘There’s the 
€ providing the ida there A With such statements the mother may 
appears to be se with information, just as with interrogatives she 
intended outcom ing for information; in each case, however, the 
behaviour re di may be to bring about a change in the child's 
` Moodles; a ing the object referred to. 
inserted iaaa incorporate those clipped utterances that are 
areful, ʻO ild's ongoing activity in order to modify its progress: 
them to Wh ver there’, ‘Round the other way’. The child must relate 
More com - he is currently doing and perhaps also to a preceding 
plete verbal control: ‘Push it down . . . gently now’. 


Mood] 
ess A ; "oe 
) we have previously discussed; instead, a distinction 


Cen gestures ; A 
and manipulatives can be usefully made. These two 
object or child, is 


in nature, do not 
e other hand, do 
t with the 


tin. 


Càte è 
BOries di 

i iffe e P 

d er with respect to whether something, 


rect] 
Y acted 
&enerally Dës oe or not: gestures, being symbolic 
Pi an suns ve such contact; manipulatives, on th 

Ject, on bringing the individual into direct contac 
Ges 

tures 
are frequently used to supplement verbal controls. As 


ürph 

0 Y an rh c 
e to p Messer (1977) have shown, mothers’ use of pointing 1n 
nds 5 the infants’ attention on some feature of the environment 
) with verbal 


to 

Te be ; ` $ 

fere Ces to Synchronized (in a most precise manner 
that feature. Pointing persists as one of the most common 


72 Issues in childhood social development 


gestures 


directives gm 


manipulatives 
ttention 


gestures 
prohibitives 


manipulatives 
non-verba| 


controls 
gestures 


directives 


E ond (77 manipulatives 
action 


gestures 
DEN prohibitives Et 


pontes manipulatives 


Fig. 2.2 Classification of non-verbal control techniques 


discourse gestures, particularly in situations such as that described here 
where interaction takes place primarily via a number of objects 
scattered around at a distance. Among other classes of gestures that can 
be identified are receiving gestures, either of an object (by holding out 
the hands) or of the child (by beckoning) ; pantomimes of an action the 
child is expected to perform upon a toy; and approval or disapproval 
gestures (e.g. head nodding or finger shaking). All can be said to serve 
control purposes. 

Manipulatives make some form of physical contact with either the 
child or an object. They may be divided into three classes. Location 
manipulatives result in a changed position for some object relative to 
the child: the mother may, for example, discretely put a toy within 
reach of the child or, rather more assertively, pick up a child and carry 
him away from a door he was attempting to open. This strategy is very 
typical of interactions with younger infants whose own mobility is 
limited and whose lack of language comprehension makes verbal 
controls relatively ineffective. Demonstrating manipulatives have an 
obviously instructive character. The function, structure or properties 
of some object is illustrated, usually by acting upon the object in 
question, e.g. the mother guides her child's hands as he attempts 2 
difficult task like spinning a top. Attracting manipulatives are used to 
direct the child's attention towards some object by touching it OT 
moving it about its location. The consequence is to generate a more 
interesting visual or auditory stimulus; a common example is the 
shaking of a toy in front of the child. 
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The other classificatory distinctions made for non-verbal controls 
are the same as those for verbal controls. Thus the former too may serve 
either to direct attention to objects or to specify some action. Pointing, 
for example, is used to attract attention to an object; other gestures, 
Such as pantomimes, indicate actions for the child to perform. Similarly, 
location manipulatives can direct attention to a toy, while demonstrat- 
ing manipulatives specify the action that can be performed on that toy. 
The distinction between directives and prohibitives is also applicable; 
thus attention to some object may be effectively initiated or terminated 
by altering its location with respect to the child. 


Maternal strategies and child behaviour 
A detailed examination of mothers’ behaviour makes it very apparent 
that the techniques used to influence children's activities assume a great 
many different forms. The mode of the technique (verbal or non- 
Verbal), its positive or negative character (directive or prohibitive), the 
aspect of the child's behaviour to which it is addressed (attention or 
action), the construction of the utterance (imperative, interrogative, 
declarative or moodless) and the nature of the non-verbal technique 
(gesture or manipulative), all indicate something of the rich stock from 
which the mother is, potentially at least, able to draw whatever is 
relevant for any given set of circumstances in order to convey her 
Purpose to the child and affect his behaviour accordingly. And, in 
Particular, it becomes clear that the directness with which she attempts 
to achieve her purpose is also highly varied: the paradeground-like 
command that perhaps most people initially associate with the notion 
a Control is in fact observed far less frequently than a great range of 
highly subtle and indirect tactics that are much less forceful but that, 
nevertheless, may serve just as effectively as controls. ive 
Such variety raises two main questions. First, how are individual 
e ntrols Organized together into coherent strategies, involving the 
simultaneous integration of verbal and non-verbal elements and the 
Successive integration ofsequences ofcontrols? Second, what determines 
"e Occurrence of different controls — in particular, how are they related 
to Ongoing child behaviour? These are both highly complex problems, 
We can but briefly touch upon them ind S 
5 to interrelationships among control techniques, 
vidual controls SR in a far from haphazard manner. 
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accompany her gesture with some reference to the object or at the very 
least with a request to look at it — even when the child addressed is a 
pre-verbal infant. The additional information conveyed by non-verbal 
elements may be particularly useful in cases of ambiguity in speech, 
such as that resulting from the use of pronouns and of deictic terms. 
Thus the younger the child the greater the incidence of simultaneous 
verbal and non-verbal cues that one can expect. And similarly, the 
sequential arrangement of controls is frequently of an orderly nature; 
for example, attention controls tend to precede action controls, in that 
a mother must first ensure that her child’s attention is on the appropriate 
object before she requests him to act upon it. Also, strings of verbal 
directives all referring to the same object and act (repeated because the 
child did not comply at once) are rarely identical; invariably the 
mother will modify her original remark, sometimes by elaborating 
upon it but often by simplifying it through a process of abbreviation or 
ellipsis. 

In the particular situation observed by us the mother's role was one 
of initiating and maintaining play around half a dozen or so toys: 
Under such circumstances great many ofa mother's control utterances 
are organized in sequences (or ‘episodes’), in which all the constituent 
controls refer to the same object (e.g. ‘Go and fetch the ball . . . go 0n, 
pick it up . . . bring it over here .. . now throw it to me ...’). While 
within each episode the mother's focus remains upon one particular 
toy, the question arises as to how episodes are first initiated: does the 
mother decide arbitrarily, bolt-out-of-the-blue fashion when the child 
is to play with a new toy, or does she take note of what he is currently 
doing and time her directive accordingly? 

, We can answer this question by taking the beginning of each episode 
i.e. the first utterance that mentions a toy not referred to in the previous 
episode, and consider what the child is doing at the time. When this 
analysis is performed it emerges that a considerable proportion of the 
mothers’ verbal controls concerning a new toy follow an initiative taken 
by the child. Thus, for the younger and older children respectively, 59°7 
per cent and 74 per cent of these maternal directives occur after the 
child himself has already made contact with the toy or at least focused 
upon it. The age difference is particularly notable, for it appears io 
reflect the generally much more active and exploratory character of 
the older children’s play: with increasing age the child is much more 


likely to initiate toy shifts himself, the mother merely coming in with 
requests for new actions. 


The role of the mother in early social development 75 


What happens in the remaining cases, however, when the mother 
takes the initiative for a toy shift? In most of these instances (87:2 per 
cent and 78-8 per cent respectively for the two age groups) the shift is 
attempted with an attention directive; action controls tend to be 
reserved until attention is captured and focused. In other words, to a 
child busily engaged with building bricks, the mother will not suddenly 
shout: ‘Kick the ball". Rather, having decided it is time he turned to 
Something else, she will first use various attention-attracting devices 
(verbal and non-verbal) in order gently to introduce the ball, wean 
him away from the bricks, and only when she has succeeded in doing 
5o will she issue an action directive such as to kick the ball. Such a 
Strategy has, however, to be employed far more frequently with 
Younger children: in our fifteen-months-old group we found mothers 
Using twice as many attention directives as in the twenty-four-months 
Sroup, despite the fact that action directives occurred with approxi- 
mately the same frequency. The greater tendency of the younger 
children to get ‘stuck’ on a particular toy meant that their mothers had 
to work harder in tempting them to other toys; in most of such 
stances, however, they first made sure that the child was oriented to 
the new toy before indicating some action to be performed upon Se 
These observations highlight once again the skill with which mothers 
at “Se their own actions and requirements into what the child is SCH 
be t Their aim may be to control the ed iM 
ita: our Into particular channels; more often than nob 
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coldness and permissiveness-restrictiveness) which are assumed to 
underlie a wide range of parental behaviour. 

Mothering as stimulation, an approach which pays particular attention 
to the way in which the mother mediates and suitably selects the 
environmental stimulation the child requires for fostering development. 

Mothering as interlocution. It is this approach with which we have been 
particularly concerned here, for it is based on the notion that mothering 
is part of an interactional pattern in which both partners must adapt to 
one another. Just as in a conversation the two interlocutors continually 
synchronize their responses according to a shared set of rules for 
regulating the relationship, so mother-child interaction also involves 
a highly sophisticated integration of the two sets of responses into one 
consistent flow. As we have seen, much of the responsibility for 
establishing such interpersonal synchrony during infancy lies with the 
mother: it is her skill in knowing not only how but also when to respond 
that is crucial in maintaining a dialogue. 

According to this view, mutuality is the keynote in the relationship 
between mother and even the very youngest infant. What one does is 
affected by what the other is doing; neither is acting upon an inert 
organism. Thus the mother's task, in acting as a socializing agent, is not 
to create something out of nothing — it is rather to slot her responses into 
the ongoing stream of the child's behaviour, with due respect to its 
temporal and content characteristics, in order thus to bring about 3 
'smooth' interaction and a predictable outcome. The fact that from the 
beginning an infant is active, not passive, that he is capable of 
spontaneous, organized behaviour, means that in social interactions he 
isoften an initiator, not merely a responder, and that the mother is thus 
frequently cast into the role of follower, not leader. 

This conclusion is reached by various studies of mother-infant 
interaction, some of which were described in the earlier part of this 
chapter. However, while many of these were specifically set up t° 
highlight the infant's determining role, it is noteworthy that even ina 
situation where the mother is asked to adopt a more assertive, task- 
oriented part the evidence for mutuality is still to be found. In part this 
is provided by the way in which the mother times her controls, in that 
even this type of behaviour is sensitively linked to the child's activity at 
the time; and in part by the way in which maternal behaviour change 
according to the child's age, showing how mother can adjust the natur e 
of her demands to the capabilities of the child. Both points underline 
the fact that mothers do not act as though they see the child as a mere 
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references about their covert, inner psychological experiences’ (1975; 
p. 258). 'This definition excludes other important aspects of social 
cognition. Youniss's definition includes five aspects: a sense of self, of 
others, of a ‘relative social standing’, of the knowledge of self vis-à-vis 
society, and of values and principles (Youniss, 1975). We would agree 
with Youniss that social cognition (or what we are calling social 
knowledge) includes more than just knowledge of others. Specifically, 
the knowledge of self seems to be a crucial aspect of social knowledge 
(Lewis and Brooks, 1975). Indeed, we would argue that knowledge of 
others cannot occur without some knowledge of self, for as Mead (1934) 
and Merleau-Ponty (1964) have stated, knowledge of others is 
developed through one's interactions with others. Without interaction 
with the social world there would be little knowledge about it oF 
ourselves. 

Besides knowledge of self and others, the child's knowledge of its 
relationship with others and with the world is a large component 0 
social knowledge. We wish to define relationship rather broadly to 
include knowledge of relationships with others, with societal institutions 
and with universal principles. Through interactions with others, the 
child learns that he has different relationships with different persons 
and that these relationships differ in terms of the nature of the social 
object, as well as the nature of function, situation and status. As with 
knowledge of others, knowledge of relationship involves knowledge of 
self. Thus, social knowledge contains at least three components ~ 
knowledge of self, of others, and of relationships. These three are not 
independent, but overlap and interact in varying degrees. 

As developmental psychologists, we are interested in how each of the 
three components of social knowledge develops and how the develop- 
ment of each affects the others. The latter point is crucial since different 
theories of development might predict different developmental 
sequences. For example, the three components may develop quite 
separately, they may gradually become differentiated, or they may 
develop in a parallel fashion, being dependent upon the same 
underlying cognitive process. 

In the following discussion we will examine the development of one 
aspect of social knowledge — knowledge of others — specifically 
examining how this knowledge is acquired in the first two years of life. 
Another question to be examined in this chapter is the identity of the 
possible cognitive processes underlying the development of knowledge 
of others. The development of self and of relationship have beer 
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reviewed elsewhere (Lewis and Brooks, 1975; Lewis and Brooks-Gunn, 
1n press; Lewis and Feiring, in press). 


The development of knowledge of other 


peveral different topics need to be addressed in the study of infant’s 
Knowledge of other. First, the importance of the social world in 
development needs to be addressed. We will suggest that many tasks 
are embedded in a social context and that development cannot be 
understood Without reference to the infant's social world. Second, 
Perceived differences between social and non-social objects must be 
examined, with the suggestion being made that social and non-social 
Piae are perceived differently from an early age. Third, the 
the Eent of knowledge about others will be examined in terms of 
“different dimensions that persons possess, dimensions that the infant 
lin: learn in order to differentiate among persons. Finally, the 

Portance of situation and function in acquiring knowledge about 


thers will be considered. 
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on tracing focusing speed (Fantz, 1958; Fantz and Nevis, 1967; 
Salapatek and Kessen, 1966). From the moment of birth the infant is 
capable of processing complex visual information and it shows 
preferences for complexity over simple stimuli (Kagan and Lewis, 
1965; Kessen et al., 1970). Moreover, the same sophistication of other 
sensory systems has been shown for the auditory, olfactory and tactile 
modalities (c.f. Graham et al., 1968; Engen and Lipsitt, 1965; Bell, 
1965). In terms of learning capacities, infants are thought to be capable 
of classical conditioning although this learning is influenced by 3 
variety of factors (Fitzgerald and Brackbill, 1976). The instrumental 
conditioning literature indicates that very young infants have the 
ability to alter their behaviour as a function of environmental demands 
~ a basic biological definition of intelligence. For example, Siqueland 
(1968) and Bruner (1968) both report research where the sucking 
response was used to alter the visual field by increasing the illumination 
of a picture on a screen in one case and focusing a picture in the other. 
In these studies, intentional, organized and complex cognitive activity 
was demonstrated. 

Many of these early sensory and learning capacities are directed at 
attending to and interacting with the social world. The sensory abilities 
and preferences of the young infant direct him toward other persons. 
The human voice, the shape of the human face, the movement of the 
eyes and mouth, the contrast of the eye area, and the visual acuity 
range all make interaction with others, especially caretakers, likely- In 
addition, intersensory integration occurs at an early age (Aronson an f 
Rosenbloom, 1971; McGurk and Lewis, 1974). Finally, a number 9 
investigators (Brazelton et al., 1974; Stern, 1974; Lewis and Freedle, 
1973) have demonstrated that complex interactional patterns betwee? 
caregiver and infant are established very early. Sensory dysfunction 
first leads to impairment in the social realm, as has been demonstrate 
in Fraiberg's (1974) work with blind infants. 

Evidence of knowledge of others in terms of differentiation has bee? 
demonstrated in numerous studies. Brooks and Lewis (1976) have 
demonstrated that infants in the first year of life already have en 
understanding of the face-body relationship; the presentation of à 
child-sized adult (a distortion of normal face-body relationships) elici 
surprise and attention. Bronson (1975) has found that infants were 
capable of recognizing strangers as early as three months of age. A? 
year-old infants have knowledge of and a preference for other soci 
objects besides their mothers; for example, unfamiliar peers 47° 
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preference for social stimuli in the first month of life is conflicting. 
Fantz (1963), Fitzgerald (1968), and Stechler and Latz (1966) report 
that infants younger than one month prefer social to non-social stimuli, 
while Fantz (1966), Hershenson (1965), Salzen (1963), Thomas (1965); 
Wilcox (1969) and Spitz and Wolf (1946) do not. By two months of 
age, it seems clear that infants can differentiate between social and non- 
social objects (Carpenter, 1973; Fantz, 1966; Gibson, 1969). An 
immobile, unsmiling and silent real face will elicit a smile by six weeks 
(Ambrose, 1961). 

Koopman and Ames (1968) outline three general theories that may 
be evoked to account for the discrimination of social objects. First, the 
organism may be innately predisposed to respond to human features 
(Bowlby, 1969; Spitz and Wolf, 1946). The human face would act as 
an innate releasing mechanism for increased attention or positive 
affect. Second, social preference may result from progressively learned 
differentiations of the physical characteristics of the face (Gibson; 
1969). A third theory, which incorporates both ethology and learned 
differentiations, states that preferences for social stimuli are determined 
by the physical properties of the face. In fact, movement and contrast 
seem to be the characteristics that first hold the neonate's attention 
(Bond, 1972; Fantz, 1966; Haith, 1966; Kagan, 1970; Salapatek and 
Kessen, 1966) and, of course, the human face amply provides this type 
of stimulation. 

Having established that infants at very early ages can differentiate 
between social and non-social objects, investigators have asked about 
the parts of the face that generate the most interest. When a live face 15 
presented, smiles are most easily elicited by a nodding motion and 2 
voice (Polak et al., 1964; Salzen, 1963; Wolff, 1963). It is interesting 
that a high-pitched voice is more effective than a low-pitched one, 3 
characteristic that often differentiates between males and females. 
The facial characteristic that is most preferred and most easily elicits 
smiling is the eyes. Eye-to-eye contact elicits smiles by five weeks of age 
(Wolff, 1963). Bergman et al. (1971) have studied scanning patterns of 
infants viewing a live face. Infants younger than seven weeks examine 
high contrast borders while attention is shifted to the eye section of the 
face in older infants. The eye scan increases if a human voice 15 
presented with the face. The same preference for the eye is reported by 
Donnee (1973) for photographic faces. Ahrens (1954) reports that 
infants smile more at the eye than at the mouth-nose section, while 
Wilcox (1969) found no fixation differences for the same comparison: 
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However, Fantz (1963) and Ahrens (1954) found that a dot pattern 
approximating the eye configuration elicits greater attention than 
other patterns. Caron et al. (1973) have attempted to delineate further 
the salience of various structural features of the face. Using a 
habituation paradigm, four- and five-month-olds were presented with 
one of sixteen distortions of schematic faces. At four months of age the 
eyes are more salient than the mouth area and facial contour is more 
salient than inner facial elements. By five months these differences are 
no longer apparent. 

That the face becomes integrated in the form of a schema is 
demonstrated by the research comparing infants’ responses to regular 
and scrambled faces. In general, infants under six months of age prefer 
to look at regular facial representations (Fantz, 1965, 1966; Haaf and 
Bell, 1967; Kagan et al., 1966; Lewis, 1969) while this preference 
seems to diminish in the second six months of life (Kagan, 1970; Lewis, 
1969). Kagan and Lewis have explained the shifts in attentional 
Preference in terms ofa discrepancy hypothesis. As the infant becomes 
older, with a highly developed schema of face, it becomes interested in 
Moderately discrepant events such as facial distortions. : 

As stated earlier, intersensory integration of features also appears in 
the first six months of life, as infants respond to the mismatch of 
Mothers’ face and voice (McGurk and Lewis, 1974; Waite and Lewis, 
1977) and of a midget’s height and facial cues at least by six months of 


age (Brooks and Lewis, 1976). 


Dimensions of social objects 


Not Only must the infant learn to differentiate among social and non- 
Social objects, but he must differentiate among different social objects. 
€ infant comes into contact with a vast array of social objects - 
Parents, friends, relatives, peers and strangers. How docs the child go 
“sout differentiating among these social objects? . 3 
„One way to explore social object differentiation is to study pee 
dimensions. The study of social dimensions may be more complex Kia 
* Study of stimulus properties of non-social objects. Properties Ve as 
Colour, shape, size. configuration and number of elements havea | 
Studied as they SCH be systematically varied in order to study differ- 
entiation and salience. Social dimensions on the other hand are ee 
Complex, as they contain a number of stimulus properties ;for example, 
"Ur, shape and size may all be included in one social dimension. 
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Three dimensions that most would agree are social in nature are 
learned in every culture and are acquired quite early; they are 
familiarity, age and gender. Familiarity has been studied the most 
extensively, involving recognition of the primary caregiver and 
differentiation between the caregiver and strange social objects. Both 
indices of familiarity have been studied under the rubric of attachment 
(Bowlby, 1969; Ainsworth, 1972) and dependency (Gewirtz, 1972): 
Usually differentiation is thought to occur after the infant has an 
internal representation of the mother that serves as a comparison 
point. Many studies have shown differentiation of mother and stranger 
by at least three months of life (c.f. Bronson, 1972; Banks and Wolfson, 
1967). Infants also differentiate between familiar and strange peers 
(Lewis et al., 1975). Within the familiarity dimension, they respon 
differently to their mothers and fathers in live situations (Lamb, 
19762), in photographs (Lewis and Brooks, in press) and in verbal 
labelling situations (Brooks and Lewis, 1975). Some researchers have 
suggested studying familiarity as a continuum rather than as à 
dichotomous function (c.f. Rosenthal, 1973). For example, a grandpar- 
ent may be more familiar than a neighbour or mailman who are In 
turn more familiar than the doctor, and so on. Such a framework could 
be used to study the familiarity dimension with greater precision. 

Gender is the second dimension that is hypothesized to provide cues 
for the infant. Since infants may be socialized differentially as ? 
function of their sex (Lewis, 19722, 1972b; Moss, 1967; Robson et al; 
1969), gender may be especially salient in differentiating among other 
social objects. A variety of properties may be gender-relevant, including 
reproductive differences, dress, hair, voice and height cues. Biologic? 
reproductive differences between men and women do not seem to " 
noticed by children until the third or fourth year of life, suggesting that 
infants use culture-related cues and facial voice and height cues t? 
differentiate between the genders. " 

Gender differentiation has been studied using photographic and E 
representations of men and women, boys and girls. In general, adult 
are differentiated on the basis of gender earlier than are childrc? 
Infants have been shown to respond differentially to men and pee 
in studies investigating reactions to the approach of strangers, with th 
men eliciting more negative responses (Benjamin, 1961; Lewis 2? 
Brooks, 1974; Morgan and Ricciuti, 1969; Shaffran and Décar!^ 
1973). These differences appear to be accounted for by height a” 
voice cues (Brooks and Lewis, 1976). Boy and girl children have "° 
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been found to elicit different responses (Greenberg et al., 1973; Lewis 
and Brooks, 1974). Representations of male and female faces yield 
similar findings. In a series of studies, Fagan (1972) presented four-, 
five-, and six-month-old infants, representations of adult females, adult 
males and infants. In general, the younger infants did not discriminate 
among conditions while the older ones exhibited gender differentiation. 
Six-month-olds also differentiated between male and female photo- 
Staphs vis-a-vis vocalizations in a study by Kagan and Lewis (1965). 
Ina recent study of nine- to twenty-four-month-olds’ responses to facial 
representations, we found that attention and affect were not directed to 
male and female strangers differentially but that verbal labels were. By 
s Ehteen months of age, when most of the infants had some utterances 
Ke their verbal repertoire, infants labelled adults correctly on the basis 
o Bender go per cent of the time, using ‘mommy’ or ‘lady’ for the 
rs adult and ‘daddy’ or ‘man’ for the male adult. Of the infants 
10 had the labels for boy and girl, approximately 80 per cent applied 
Ms Correctly to the pictures of children (Lewis and Brooks, 1974; 
Qoks and Lewis, 1975). i 
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Over Ding of life without psychological consequences, but that child : 
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1975). In terms of situations involving real babies and adults, twelve- 
month-old infants clearly prefer to interact with strange babies than 
with strange adults (Lewis et al., 1975; Brooks-Gunn and Lewis, in 
press; Lenssen, 1973). 

Even though infants can easily differentiate between babies and 
adults, they do have some difficulty differentiating between older 
children and adults. In our studies child-adult differentiation does not 
consistently occur until the second half of the second year using 
photographic representations. Even our verbal infants sometimes 
mislabel the pictures of children, using ‘mommy’ or ‘daddy’ rather than 
‘boy’ or ‘girl’ (Brooks and Lewis, 1975). In live approaches, the younger 
infant (nine to twelve months of age) is easily able to respond differently 
to children and adults (Greenberg et al., 1973; Brooks and Lewis, 
1976; Lewis and Brooks, 1974). These findings suggest that height, 
movement and voice cues (cues not present in photographic represen- 
tations of faces) may be very important in the first year, while facial, 
hair and style cues (cues that are present in pictures) become more 
salient in the second year. However, extreme differences in facial, hair 
and style cues (i.e. between baby and adult) are responded to in the first 
year. 

We would suggest that these three dimensions — age, familiarity and 
gender — could be conceptualized as a three-dimensional space in which 
most of the social objects in the child's world could be placed. As the 
child's social world becomes more complex and as these dimensions 
become more differentiated, more and more social objects may be 
added or their placement in the space more differentiated. As young- 
old becomes more continuous, children, adolescents and grandparents 
are probably differentiated from the original baby-adult classification. 
Although the gender dimension is dichotomous, the young child may 
perceive it to be more continuous, e.g., a mother may be more ‘female 
than a five-year-old girl. Therefore, one might expect gender to become 
more dichotomous with increasing age, an expectation that is borne out 
in the literature on gender constancy (c.f. Kohlberg, 1966). Figure 3-1 


presents a possible placement of several objects within the propose 
three-dimensional model. 


Social functions 

Social functions also provide information about others. Although the 
importance of situations has been recognized (Lewis, in press), resulting 
in the study of the infant in a variety of situations (i.e., the mother a? 
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Fig 3-1 Possible placement of social objects in a 3-dimensional space (from 
“wis and Feiring, in press) 


Child have been observed in free-play situations, in separation and 
nion sequences, and in the presence Or absence of a stranger), a 
‘milar analysis using functions has not been carried out. This limitation 
E had important consequences for the theoretical models that have 
CD Considered, leading to a restricted view of infants’ social 
"owledge, The restricted view of function also has affected the 
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number of social objects in the infant’s world that have been examined. 
For example, nurturance and protection, functions of the mother, 
have been alluded to in the vast attachment literature. But what about 
play and exploration, functions that may be provided by other social 
objects? The realization that play is important, for example, has led 
to a renewal of interest in knowledge of peers, the origins of friendship, 
and the importance of siblings (c.f. Lewis and Rosenblum, 1975)- 

Thus, in any analysis of social knowledge, the range of social 
functions and situations, as well as social objects, must be considered 
(Lewis and Feiring, in press). Although different social objects may be 
characterized by particular social functions, it is often the case that 
social objects, functions and situations are only partially related (Lewis 
and Weinraub, 1976). Consequently, the identity of the social object 
does not necessarily define the type or range of its social functions. For 
example, ‘mothering’ (a function) and mother (an object) have been 
considered to be highly related. Some recent work with other social 
objects indicates that fathers (Parke and O’Leary, 1975) are very 
competent in ‘mothering’. At the same time, some social objects may be 
more closely tied to a specific function. For example, prior to 
technological advances, the feeding function required the mother 
(however, the existence of wet-nurses may make the relationship 
between object and function less than perfect even in this relatively 
straightforward example). 

As noted above, social functions have not yet been systematically 
studied. We would define social functions as those activities that take 
place within the network which involve other social objects.! F unctions 
that do not rely on the direct or indirect involvement of other social 
objects are not social functions. While social functions involve other 
social objects, the presence of another social object may not be 


necessary; for example, social imitation may occur in the absence of 


the other social object, but would still be considered a social function. 

Besides involving social objects, social functions have been thought 
of as having some specific use for the organism's social survival. 
Communication and play are usually thought of as facilitating some 
aspect of development or growth. For example, it is commonly believed 
that we ask questions only to obtain information. Recently, Garvey 
(1977), Lewis and Cherry (1977) and Lewis (1977) have suggested that 
communication also has a function in the act of maintaining social 
contact. That is, a significant function of question asking may be in its 
social facilitation as well as in its information-producing capacity- Play 
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behaviour can also be argued to have as a goal the establishment and 
maintenance of social relations (Mueller and Vandell, in press) rather 
than only the acquisition of skills. Thus, a function may have both 
social and non-social aspects, our primary interest being in the former. 
Social functions take place with social objects and may be important 
because they facilitate and maintain the relationship between these 
objects, 

While we do not feel that a list of functions can be adequately 
realized, the following is an attempt to delineate some of the more 
Important ones in the infants’ world. 

Protection. This function would include protection from potential 
Sources of danger, including animate and inanimate sources. 

Caregiving. This function refers to a set of activities which centre 
around biological needs relating to bodily activities. 

Nurturance. This is the function of love, or attachment, as specified by 
Bowlby (1969) and Ainsworth (1969). 

Play. This function refers to activities that have no immediately 
obvious goal and are engaged in for their own sake. : 

Exploration|learning. This function involves the activity of finding out 
about the environment through either watching others, asking for 
Information or engaging in information acquisition with others. 

While functions as they relate to different objects have not been 
extensively studied, mothers behaviour toward their children in 
different situational contexts, in which social function has been 
Captured in part, has been examined (Lewis and Freedle, 1973; 1977)- 
n one study the conversational relationship between dyads, twelve- 
Week-old infants and their mothers, was examined when the infant was 
On its mother’s lap (presumably when she wished to interact, e.g. play 
unction), and when the infant was in an infant seat (presumably when 
the mother wishes to do housework and keep an eye on her child, e.g. 


Protective function). In the former context, maternal initiation of 
contact with and responsivity toward the infant were many times 
hough the amount of 


Ti . 
Sreater than under the latter function, even t E 
9calization the mother produced was not different. Such differences 


ind affect the infant's knowledge about mother. Another chain 
volves differentiation of function within a social dimension. Mothers 
fathers are both familiar persons, but they tend to differ vis-à-vis 

: functions they perform; for example recent research suggests E 
here’ modal interaction can be characterized as play, mothers’ as 


Du x 
“turing or caregiving (Lamb, 1976b). 
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The problem of function and object relationship has been specifically 
addressed in a recent study by Edwards and Lewis (in press). Thirty- 
two children between 3 and 4 years of age were asked to choose which 
stranger — a peer (3 years old), an older child (7 years old) and an adult 
(20 years old), all the same sex as the subject — they would approach in 
order to (1) obtain help, (2) engage in play, or (3) obtain information 
on how an object worked. The strangers were represented pictorially. 
Both girls and boys chose to obtain help more from the adult than 
either child, chose to play with a peer more than an adult or older child, 
and chose to obtain information more from an older child than an 
adult. It is especially interesting that children may choose other 
children over adults for information-seeking as well as play. Thus; 
different social objects were seen as having clearly different functions 
by 3 to 4 years of age. 

If we are to understand the child's social behaviour and social 
knowledge some analysis of the array of social objects and functions 
needs to be undertaken. Mothers, fathers and peers have been studied, 
but not in terms of function, while siblings, grandparents, uncles, aunts 
and cousins have all but been ignored. Much work is necessary, 
especially since children at very young ages understand and utilize 
social dimensions (see Figure 3.1) and that young children have 
significant emotional ties with many social objects. 


Cognitive processes 


In order to understand the development of knowledge of other, the 
cognitive processes? that may be necessary for this knowledge must be 
explored. We believe that the infant actively constructs socia 
knowledge and is not a passive recipient of incoming information (see 
Lewis and Brooks, 1975, for a complete discussion of this issue). 
Although we hold to a learning position, ethological theories may 
also explain some early social object differentiation. Ethological theories 
are usually evoked to explain affective responses to others, specifically 
fear of the strange and attachment toa caregiver. Fear of the unfamiliar 
is thought to be adaptive since it strengthens the attachment bond and 
protects the infant from harmful situations. However, differentiation © 
familiar and unfamiliar can and usually does occur without the 
expression of fear (c.f. Rheingold and Eckerman, 1973; Lewis an 
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Permanence 
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(1947) has hypothesized. Person permanence, although methodologi- 
cally more difficult to examine than object permanence, also has er. 
examined recently. Bell (1970) and Décarie (1965) have pecca 
that person and object permanence exhibit similar developmenta 
patterns. In addition, their data Suggest that person permanence often 
develops earlier than object permanence, probably due to the salience, 
the frequency of interaction, the contingency offered by people and the 
affectual relationships developed between infant and specific persons. 
This last factor seems to be especially important as is demonstrated by 
Bell’s (1970) finding that person Permanence only developed earlier 
than object Permanence in j 

mothers, Thus, 


months, the sam: 
demonstrated ( 


encounters, an internal represent. 
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compared. This provides the basis whe 
persons are differentiated. The familiar 
thought to be the mother, but schemata fo 


: ming i 
reby Strange a, ili 
comparison figure Geier 
r other familiar. vM 
oul 


The development of knowledge about others os 


certainly exist. Until an appropriate schema is formed, differentiation 
of social objects cannot develop. 
di The hypothesis holds that the relationship between affect and 
nomm is thought to be curvilinear. Neither. the thoroughly 
Koder nor the entirely novel arouse negative affect. However, a 
ately discrepant event, one which is sufficiently like a familiar 
St to engage the related schema but sufficiently different also to 
Wa = Incompatible processes, is experienced as anxiety provoking 
kee arful (Hebb, 1946). However, beyond this general statement, the 
ationship between discrepancy and affect has never been quantified. 
The incongruity hypothesis has also been used to explain attentional, 
as well as affective responses. Experience with the environment leads 
to the formation of internal representations which are defined in terms 
of the distinctive elements of the event. The schemata are not constant, 
changing as more information is processed. Organisms attend to events 
that are moderately discrepant from the existing schema and ignore 
familiar events that do not elicit interest and highly discrepant events 


ait cannot be processed. Kagan (1970) presents evidence for this 
version of the discrepancy hypothesis from observing infants’ fixation 
bled faces. The one-week-old 


as Pictures of regular and scramo'ec © s 
ooks at the faces and meaningless stimuli equal amounts of time, 
the four-month-old looks longest at the regular human face, and the 
Older infant looks longest at the scrambled face. When the face schema 
5 emerging, the regular face is preferred; when the face schema is 
established, moderate discrepancies are preferred. xut 
here are various problems with the incongruity hypothesis, which 
have been discussed in an earlier paper (Lewis and Brooks, 1975). In 
terms of a more general theory of schema development, one of the 


Major difficulties involves the possible number of internal representa- 
Dons, Although early social schemata are usually discussed primarily 
in terms of the mother, other schemata may exist. For example, an 
infant might have a sdliemá for father, grandparent, sister, brother, to 
Dame a few. If infants have many different internal representations, 
OW are we to predict which will be used in any given situation? 

Alternatively, schema development and comparison may involve 
Social dimensions as well as schemata for specific persons. If dimensions 
are used in conjunction with specific schemata, then the infant may not 
Compare all strangers to a schema of mother, but may first make a 
Beneral familiarity-unfamiliarity judgement. Thereafter, if the 
stranger is a female adult, the schema of mother may be important, but 
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ther 
if the stranger is à child, a male, or an elderly adult, then ano 
schema may be deployed. In addition, 


H H 1 nt in 
€ situation need to be taken into accou din 
FAEN Ser, Ku ilize 
Schema or social dimension is being utiliz 
any comparison, 


Self as a comparison figure 
An infant may also compare social o 
of self. Self 


d NC jons 
bjects with internal representat 
as a schi 


T E $ as 
ema or internal representation is considered 
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Se importance in that this knowledge may result in preferences 
Or certain social objects. Preferences for social objects have been 
repeatedly demonstrated in infancy and early childhood. Specifically, 
Infants prefer interacting with and looking at unfamiliar infants and 
children rather than unfamiliar adults (c.f. Lewis and Brooks, 1975; 

rooks and Lewis, 1976; Greenberg et al., 1973; Lewis and Brooks, 
1974; Fantz, 1958), while toddlers and young children prefer 
an acting with same-sex to opposite-sex playmates (Abel and 

ahinkaya, 1962; Langlois et al., 1973)- Thus, those who are like oneself 
are preferred, at least for certain functions. As the child develops a 
notion of self, he also comes to value himself. By inference, those who 
are like self are also valued. Thus, preferences arise out of the valuation 
or self and the knowledge that self and a specific other both possess 
Similar properties, i.e. gender, age, OF perhaps even a specific affective 
relationship (i.e. parent and infant, brother and sister, etc.). Thus, with 
increasing knowledge about oneself, differentiation of and preferences 


for social objects will begin to develop. 


Generalized contingencies ‘ : 
Another method by which the infant comes to know the social world is 
through the establishment of contingent relationships between his own 
ehaviour and that of other persons. Contingency is not only important 
€cause of its reinforcing properties but because it is instrumental in 
establishing a generalized expectancy (Lewis and Goldberg, 1969) 
about the actions of social objects and establishes specific contingency 
Patterns with different social objects. f à id 
Contingency is developed through interaction with the social world. 
ot only does the infant act on social objects but social objects, unlike 
most non-social ones, act on the infant. Indeed, ontogenetically the 
interactive mode, being 


i i i 
nfant is first acted on and introduced into an ! à 
ion in its social world (Stern, 


both responder to and initiator of act ale 
1974; Lewis and Freedle, 1973). Only following this is he capable of 
Producing these contingencies through his own beHavieur Wit 
inanimate objects. Thus, intentional instrumental behaviour proceeds 
from the social contingencies that the infant is initially presented with 
rather than from the accidental discoveries of contingency (Lewis, 


1976). 

The contingency provided by social objects provides an opportunity 
to learn about the nature of social objects. There is evidence that the 
contingency provided by the mother is responded to very early, 
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Suggesting its importance in the first year of life. 
(1967) suggests that if th 
contingent fashion she 


Ee > ; d 

ommunicative skill, Instead of increase 
crying, an outcome predicte ment principles, these 
infants learned that their behavi 


Goldberg ( 


1969) report that contingent 
ed to the in 


fant's ability to distribute its 
on. Three-month-old infants 


than the mother’s 


€wis and Coates, 1976; Lee-Painter and 


the mother's 
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1 Te suggestive in 
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€ infant learns about th 
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(ie. Consistency and latency of response) teach the child about 
differences between social objects. For example, strangers are not as 
responsive to an infant’s signals as is the mother. The importance of 
contingency and social object is demonstrated by the fact that an infant 
becomes very distressed when his mother acts in a non-contingent 
manner but does not become distressed if a stranger does so. In fact, the 
infant will probably try to engage the stranger a few times, then just 
turn away. 


Summary 


We have argued that social knowledge, or what others have called 
Social cognition, includes the infant’s knowledge of others, self and the 
relationship between self and others. Only through interaction with the 
Social world does the infant come to know himself, others and 
relationships, These three areas of social knowledge are, then, 


'nterrelated by process and definition. 

In our discussion of knowledge of others, it is clear that the very 
Young infant has the sensory capacity and the cognitive ability to form 
Complex notions about others, that these capabilities turn him toward 
the social world, and that social dimensions such as age, gender and 
familiarity are utilized very early. Moreover, as we have tried e 
indicate, social objects interact with one another over functions an 
Situations, each of which define the nature of social objects. Thus, the 
matrix of socia] objects, functions and stimulus dimensions, as well as 

1s perceptual cognitive capacities, all direct the infant to his primary 


task, of adaption to his social environment. 


Notes 
1 A more complete discussion may be found in Lewis en AE, 
2 Although we are labelling these processes cognitive, Së ee 
nature. In fact, the term 'social cognitive processes Pid ere f others’, it 
However, since others have used this term to mean knowledge of others , t 
is not used here in order to reduce terminology confusion. 


* "This paper was supported in part by a grant from the Foundation for Child 
Development to Michael Lewis. 
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4 The child's perception of other people 


Colin Rogers 


The Socially experienced and cognitively matured adult perceives 
9ther people on at least two levels. People are perceived first in terms 
of their physical characteristics and in terms of what they typically do, 
and second as psychological entities. The actions of other people are not 
merely observed, they are also interpreted. These interpretations 
Involve the making of inferences of thoughts, feelings and, most 
Importantly, intentions. We, as adults, analyse the actions of others in 
Causal terms and utilize the information thus obtained to produce 
"pressions of others that include dispositional characteristics, these 
eing typically expressed in the form of personality traits. . 

Heider (1958), whose work has inspired the currently burgeoning 
research area collectively labelled Attribution Theory, referred to these 
` the invariances that make possible 
a more or less stable, predictable and controllable world’. As Mischel 
(1968) has argued, these invariances may well have more to do with the 
Characteristics of the perceiver than the perceived. The behaviour of 
Other People may well lack the consistency (both temporally and trans- 
‘ttuationally) that the attribution of stable traits to them would imply. 

OWever, if we, as individuals, need to attempt to predict and possibly 
Control the behaviour of those other people, then a conceptualization 
of others that is essentially invariant is the most economical way of 
achieving this. Mischel’s objections to the use of trait terms to account 
9r per, sonality characteristics are directed at the professional psychol- 


cerca GH 
Spositional characteristics as *. 
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ogist, not at the man-in-the-street, or the ‘naive psychologist'. The 
naive psychologist has a more limited range of concern than his 
professional counterpart, wishing usually only to predict the behaviour 
of those people with whom he is personally involved and only in those 
situations that are relevant to his own needs. While a conceptualization 
of human action in terms of dispositions may be inadequate for the 
professional, it has served the naive psychologist well. 

The notion of perceived invariance in the behaviour of other people 
has recently been taken up by Livesley and Bromley (1973) in their 
study of the development of person perception. Their work will be 
discussed in more detail below, but essentially they show that while a 
fifteen-year-old’s description of another person is integrated and 
coordinated around one or two central themes, 
years will produce a list of relatively poorly organized personality 
characteristics and the seven-year-old hardly refers to such character- 
istics at all, his descriptions consisting predominantly of references to 
physical characteristics and routine actions. This developmental 
as following from the 
ant nature of human 


the child of nine or ten 


; in common with the 


Ptions of other people. ` 
Y In which children describe 
have reported the most extensive 
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and most recent example. They put forward the view that it is essential 
p the child frecdom to describe others in his own terms. The 
earch design is, in their view, a simple one. Tell the child what 
TEN you want him to describe and then examine in detail what he 
ee ro a first step it would appear that such an approach is 
vitis ` : y to be maximally useful; it will be argued below, however, 
significa, y no means sufficient if we are to be able to interpret the 
Fn nce of any age-related changes that such a methodology might 
D the fact that there have been very few studies of this type to 
d Si anseris amongst them is impressive. Watts (1944), in an 
the did uf posted study, shows that up to six or seven years of age 
scribes others almost exclusively in terms of Sew physica 
Characteristics, personality characteristics being used to an inereasing 
extent from eight years and above. The child also comes to differentiate 


People more clearly from each other and, principally from the age of 
eleven years onward, to accept that both desirable and undesirable 
traits can co-exist in the same person. 

Scarlett et al. (1971) analysed descriptions given by boys aged six, 
nine and ten toeleven years. The six-year-olds predominantly described 
others in egocentric terms, e.g. ‘He hits me" Nine-year-olds also used 
these statements to a predominant extent but also used an increasing 
number of non-egocentric but concrete statements e.g. ‘He plays ball’. 
The oldest children predominantly used abstract constructs e.g. ‘He is 
Intelligent’, 

Peevers and Secord (1973) 
Broups ranging from kindergarteners to co 
Children used more dispositional items and made fewe e 
Statements. Dispositional characteristics were rarely explicitly men- 
tioned by the younger children but they would frequently imply them. 
Tor instance, they will state that ‘He is always fighting’ rather than “He 
1S aggressive’, 

Brierley (1967) used a form 
Teely written descriptions. Subjects, À 
Seven, ten and thirteen years. The seven-year-olds mainly produced 
Constructs concerned with social roles (29 per cent of the total number 
Produced) and appearance (32 per cent). The nine-year-olds mainly 
Produced behaviour constructs (40 per cent) and social role constructs 
(27 per cent). The thirteen-year-olds mainly produced ay aed 
Constructs (41 per cent) and personality constructs (40 Per cent). Only 


obtained descriptions from five age 
llege students. Again, older 
r egocentric 


of the repertory grid test, rather than 
both boys and girls, were aged 
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9 per cent of the seven-year-olds' constructs and 19 per cent of the ten- 
year-olds' constructs could be classified as personality constructs. 

As indicated above, the most extensive study to date using the free 
descriptions approach is Livesley and Bromley (1973). Subjects were 
classified into yearly age intervals ranging from seven to fifteen years 
as well as into sex and higher/lower IQ categories. Each subject 
described eight people personally known to the child, who would fit 
each of the possible categories obtained from people who the child 
liked/disliked, who were the child's peer or an adult and who were of 
the same/opposite sex. The analysis of the ensuing data is too complex 
to be done justice here. Most importantly they show a significant age- 
related increase in the use of ‘central’ Statements (ie. statements 
concerned with personality traits, attitudes, motives and values). Only 
22 per cent ofthestatements made by seven-year-olds could be classified 
as central compared to 43 per cent for the eight-year-olds and 46 per 
cent for the fifteen-year-olds. Girls used a greater number of central 
statements but not a higher proportion. A greater number of central 
statements were addressed to males but a higher proportion to females 
and both a higher number and Proportion of central statements were 
made in descriptions of peers as compared to adults. While Peevers and 


Secord (1973) found more dispositional statements being used in 
descriptions of 


2 disliked others, Livesley and Bromley found no such 
eflect. 


ly in terms of his or her size, colouring, 
name, age, clothes, home, pos 
inability to differentiate the 
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is made, is the achievement ofthe young adolescent. It isan achievement 
that requires the ability to form high level, abstract concepts about 
others that conceptualize behaviour as an essentially invariant 
reflection of underlying dispositions. These changes are to be seen as 
changes in emphasis on the part of the child. The seven-year-old’s 
description of others are not usually totally lacking in personality 
descriptors and a substantial proportion of the descriptions given by 
adults consists of descriptions of physical characteristics. However, the 
relative balance between the two types of statement is as indicated 
above. 

While there is general agreement concerning the nature of this age- 
related change it is, as yet, unclear as to whether the change is gradual 
or abrupt. Livesley and Bromley (1973); using free description data, 
obtain an abrupt change between seven and eight years. Brierley 
(1967), using the repertory grid technique, reports a more gradual 
change in the extent to which personality terms are used between the 
ages of seven and thirteen years. These differences may well be 
attributable to the different methodologies and content analysis systems 
employed. Salmon (1976) has suggested that the repertory grid test 
may be particularly difficult for young children and could therefore be 
expected to underestimate their performance. However, the nature of 
the developmental change, whether gradual or abrupt, is clearly a 
Matter for future empirical resolution. . 

Irrespective of the rate of development, substantial changes in the 
nature of children's descriptions of other people do take place. What is 
to be made of them? The type of descriptive terms with which one is 
COncerned here is accorded a central role in the person perception 
literature, These abstract, dispositional terms are of importance due to 

* expectancies associated with them (Warr and Knapper, 1968). To 
“ay that a person is ‘diligent’ tells us that we can expect him to behave 
I certain ways under certain conditions. Armed with such information 
ìt is possible to predict how the person to whom it is applied will 


cie ave. Such predictions enable us in turn to regulate our = 
Chaviour towards the other person. It was for exactly this reason that 
s concerned with attempts to 


the ear] s 
i y person perception research wa: Á 
identify the ELNE of other people. Such a good judge would ri 
le to predict accurately the behaviour of others in a variety o 
“stings, 
As Stated above, doubts exi: ) 
“Scriptions of personality for the professiona 


st as to the validity of trait-type 
Í psychologist. However, 
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the naive psychologist has different concerns and, as argued by Jones 
and Nisbett (1971), the presence of one's self in a series of interactions 
with the same individual(s) lends to them a certain degree of consistency 
that may well validate a trait-based account of human behaviour, and 
allow reasonably accurate predictions of the behaviour of others. 

It is within this conceptual framework, one that is also supported by 
the work following from Kelly (1955), that the relative absence of 
dispositional terms from the descriptions of others given by young 
children becomes crucial. The young child who does not use such terms 
in his descriptions will be relatively unable to understand, predict and 
influence the behaviour of others across a range of different situations. 
His knowledge of others will be situation specific. 

Up to this point one has assumed that the way in which a child 
represents others in his descriptions of them can be considered to be 
equivalent to his actual perceptions of them. In other words that his 
descriptions of others will represent the way in which he actually 
understands their ongoing behaviour. This is a lon 
within the psychology of person perception and one which becomes 
crucial when a developmental perspective is adopted; at the same time 
itis potentially solvable. It isa problem that becomes crucial in as much 
as the communicative powers of the young child are clearly limited in 
comparison to those of an adult (e.g. Flavell, 1968). It becomes 
potentially solvable when one moves from an analysis of the complete 
descriptions that young children might give of others to an analysis of 


the ways in which those descriptions have been built up, in other words 
as one moves from a study of imp 


formation. Initially one will still 
communicative abilities, 
of impression formation 


g-standing problem 
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underlying similarities in a series of apparently different behaviours. 
Itis unlikely then that much progress will be made by examining, for 
example, the extent to which a young child will infer dispositional 
Characteristics from a person's appearance. For the adult this would 
appear to be a particularly important source of information regarding 
the dispositional characteristics of others. Yet in this case the adult 
Would have already formulated the concept of a dispositional 
Characteristic. The appearance of a person is simply used as a 
Convenient, shorthand method for making assumptions about the 
Person's dispositions. When more reliable information becomes 
available, through processes of social interaction, the impressions based 
9n appearance may well be superceded (e.g. Argyle and McHenry, 
1971). It is the process by which dispositions are abstracted from 
ongoing behaviour that is of importance from a developmental 
Perspective. Attribution theory (see Jones et al., 1971; Harvey et al., 
1976) suggests at least one possible line of investigation. As mentioned 
nm Heider, the founder of attribution theory, was concerned with 
Toa in which the ordinary person, the naive psychologist, seeks out 
di Tlance in the behaviour of other people. The attribution of 
ISpositional characteristics to others represents the most important 
Meg In which this perception of invariance is achieved. The theory is 
cerned with the way in which these attributions are made. 
is e? naive psychologist, in observing the behaviour of other people, 
e nfronted with a potentially bewildering variety of actions in an 
dually broad range of situations. Stability and consistency can be 
achieved by attempting a causal analysis of this behaviour. Basic, 
'SPositional causal factors will be seen to exercise their influence upon 
haviour in a consistent, if complex, manner across à variety of 
Situations, : 
n of the complexity involved 
other nt dispositions and varying be! Os tn rures 
Causal factors. Heider (1958) draws a broad distinction 
€rsona] (internal) and impersonal (external) causal factors. The 
Problem confronting the naive psychologist observing an instance of 
“haviour is, first, to determine the relative importance of both eme? 
lie external factors and, second, to determine which — we 
tma ént More recent theoretical formulations have been p Š i 
t cerned with the former of these two problems and have attemp 
*monstrate the ‘lawfulness’ of such causal attributions. 
elley ( 1971) argues that the decision to attribute an act to either an 


in the relationship between the 
haviour is due to the existence of 
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internal or external cause can be seen to be controlled by three general 
principles of covariation, discounting and augmentation. The covari- 
ation principle states that acts will be attributed to the causal factors 
with which they are seen to covary, even though this does not logically 
present ‘proof of a causal relationship. The discounting principle states 
that confidence in an attribution is reduced if other plausible causal 
factors are present. The augmentation principle states that confidence 
in an attribution will be increased if other causal factors are present 
that would normally inhibit the observed behaviour. 

An earlier analysis by Jones and Davis (1965) is concerned with 
factors determining the extent to which an 
might be seen to represent an underl 

This brief account cannot do 


attributed internal cause 
ying intention or disposition. 
Justice to the complexity of attribution 
theory. However, it serves to highlight the way in which an 
understanding of the nature of one individual’s interpretation of the 
actions of others relates to the dispositions that he might later attribute 
to those others. If dispositional characteristics are to be attributed to 
another person then the actions of that other person need to be 
interpreted in terms of internal causal factors, particularly intentions. 
Given this analysis, together with the finding that young children make 
comparatively few dispositional attributions, one can go on to ask to 
what extent the latter finding might be due to an inability on the part 
of the young child to conceptualize the behaviour of others in terms ©! 
thoughts, feelings and, most importantly, intentions. 

Faced with a Paucity of research dealing directly with the child’s 
person perceptions, writers such as Livesley and Bromley have turned 
child’s ability to utili 

Piaget’s (1932) assertion that the chi 
would be less likely to take the intentions 
account in the making of moral judgeme 
support (Gutkin, 1972; Hebble, 


original study involved 
In one the 


Id of seven years and below 
of a possible transgressor into 
nts has received considerable 
1971; Hoffman, 1970). Piaget $ 
lon of two simple stories to a child. 
d intentions but had brought about 
` In the second the ‘hero’ acted with 
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There are several problems associated with this research. Constanzo 
et al. (1973) have pointed out that Piaget's initial study, and many of 
the ensuing replications, are designed so as to confound the two factors 
of intentionality and seriousness of the consequence. Armsby (1971) 
has shown that the original research fails to distinguish adequately 
between ‘good’ and ‘bad’ intentions and presents evidence to show that 
if this is done six-year-old children are more likely to make their moral 
Judgements on the basis of the actor’s intentions, as long as the damage 
caused is relatively slight. Chandler et al. (1973) show that if the 
information is presented to the children via videotape rather than in 
the form of written stories, the incidence of mature, intention-based 
Judgements will again increase for the younger children. Berg-Cross 
(1975) has shown that six-year-olds will respond to the intention 
information if they are asked to rate stories singly rather than make 
comparisons between pairs. Berndt and Berndt (1975) point out that 
much of the moral judgement research has confused the concepts of 

Intention' and ‘motive’. The former refers to the intentional-accidental 
distinction and the latter to the various reasons an individual might 
have for acting in a particular manner. 

More importantly, Farnhill (1974) and Imamoglu (1974) have 
shown that the relatively low use which the younger child makes of 
Information concerning the intentions of the actor is related more to 
the nature of the moral judgement situation rather than to the cognitive 
Madequacies of the child. Farnhill shows that the extent to which the 
child will use the intention information depends on the type of 
Judgement that he is asked to make. He had his subjects observe an 
Anton carrying out a task which, in one condition, was deliberately 
Performed badly. The bad performance also involved damaging 
Various objects. The subjects were then asked either to make a moral 
“valuation of the actor, or to judge how useful that actor might be in 

¢lping the subject perform a task similar to the one in which the actor 
wad been engaged. The results indicate that use of the intention 
"formation is greater when the child is making judgements about the 
Moes of the actor than when he is making a moral evaluation of 
lm, 


that shows why this might be. 
f children aged five to eleven 
ld take longer to respond to 
indicating at least some 
hile five-year-olds failed to 


a mamoglu (1974) presents evidence 
Yea, Be the moral judgements o 
Vë d she found that all children wou 
€ntal rather than intentional acts, 
Wareness of differences between the two. Ww 
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take the actor's intentions into account when judging the act, they did 
so when they evaluated the actor (on a like-dislike scale). In addition to 
making moral judgements on their own behalf, the children were also 
asked to state how various adult characters (e.g. mother, schoolteacher, 
policeman) would rate the actors. Children were found to expect the 
adults to make less use of the intentional information than they did 
themselves. The results obtained by Farnhill and Imamoglu show that 
children as young as five or six years of age can, and sometimes will, 
differentiate intentions from consequences, but that they appear to 
learn from their social environment that intentions are frequently less 
important. 

Weiner and Peter (1973) present similar evidence in a study 
concerning achievement judgements. In assessing the extent to which 
somebody else deserves credit for being successful young children 
initially pay little attention to the amount of effort exerted; it is the 
outcome that determines the child observer's reactions. By ten or twelve 
years of age, however, the child has become increasingly influenced by 
the amount of effort exerted by the actor and less so by the success or 
failure achieved. Up to this point the parallel with the typical findings 
concerning intentions and outcomes in the moral judgement sphere 


seems clear. However, after the age of twelve, Weiner and Peter report 
that the child comes to pay relatively less atten 


tion to effort expenditure 
and reverts to the earlier, 


more immature, style of judgement, where 
outcomes primarily determine the reaction. Weiner and Peter suggest 


that the child learns through experience in school that it is outcome 
that counts! 

The conclusions to be drawn from these studies is that the young 
child is in fact aware of the nature and significance of intentions. They 


are not completely beyond his comprehension. Whether he makes 
reference to other people’s intentions or not, 


situationally determined. Accordingly, if we wish to know to what 
extent a young child will infer intentions in situations relevant to 


Person perception we must look directly at those situations, and not to 
attempt to extrapolate from other areas, 
More direct evidence on this 


(1968). Male subjects aged six, 


however, will be 


point comes from a study by Flapan 
nine or twelve years were shown tw 
extracts from a film showing 


a filr everyday, domestic scenes involving 
parents and their children. Following the showing of each film episode 
the children were asked to describe what they had seen and were then 


questioned concerning the feelings, thoughts and intentions of the 
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actors in the film. The children's free descriptions were then content 
analysed. Three main categories were used for this content analysis, 
Reporting and Describing statements, Explaining statements and Inferring 
and Interpreting statements. 

Most of the results discussed by Flapan are in the form of descriptive 
trends rather than statistically significant differences. Initially, the six- 
year-old child is primarily concerned with the overt, factual elements 
of the interactions portrayed in the film episodes. He is concerned with 
what happened and with directly observable consequences rather than 
with why it happened and more subtle consequences. The nine- and 
twelve-year-olds show an increased concern with the covert psycholog- 
ical aspects of the interactions. The thoughts, feelings and intentions of 
the film actors are mentioned spontaneously by an increasing number 
of children, 

Interestingly, the differences observed by Flapan are primarily 
between the six-year-olds and the two older age groups. This 
Corresponds closely to the findings of Livesley and Bromley (1973) who 
also found a sudden increase in the use of central statements in the 
descriptions ofothers at around eight years. However, only a few of the 
differences alluded to by Flapan actually obtain significance in the 
Statistical sense. The two older groups significantly more often 
explained events in situational terms and more of the older children 
Inferred the feelings, thoughts and expectations of the actors in the 

Im. A similar pattern of results was obtained when the children's 
answers to specific questions were analysed. The six-year-old children 
Showed themselves to be largely unable to answer questions concerning 
the feelings of other people or to give explanations for their behaviour. 

€ nine-year-olds mentioned ‘obvious’ feelings and explained other 
People’s actions primarily in terms of situational factors. The twelve- 


year-olds talked of ‘non-obvious’ feelings that they b aca e. 
DÍerreq lex feelings. This latter tren 
and also referred to more comp’ Nu potat 


Dain corres ings from researc t 
go Pressions y om pni descriptions being mentioned more 
y quently by older children. Inaccounting for other people S behaviour 
e twelve-year-olds primarily responded in ‘psychological wed 
Part from giving interjudge reliability figures, Flapan does not subjec 


Pig to any statistical analysis. 
E further point of interest arises 
onp ing. The responses of the children, ata e 
Phisticated when they were replying to questions 


from Flapan’s study that is worth 
t all age levels, were more 
n when they 


118 Issues in childhood social development 


were giving their own, unprompted accounts. This finding has 
important implications for further research. It will be necessary to 


decide whether it is the maximum performance of which children are 
capable that is of interest or 


the lower level performance that is 
observed when the children a 


re given few prompts. It is difficult = 
he difficulty, in part, reflects our lack o 


since they are less skilled at 


to a third party (e.g. Flave 
If person perception res 
use to which 


ideally, the researcher woul: 


Presenti 
ll, 1968) 


earc, 


Of competence, by prompting 


ining his typical level of 
performance by the use of free descriptions. In this respect, e fecta 
adopted by Flapan of. specifically questionin 


8 the child on aspects of hi 
understanding of other people appears fruitful, pectsofihis 


While generally of interest, Flapan’s study is marred by 4 limited 
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statistical analysis of the data. For example, no indication is given of 
the relevant frequency with which the various categories are used, 
instead we are only told how many children from each age group use 
each category at least once. More fundamentally, her classifications 
must be questioned. The distinction between 'obvious and 'non- 
obvious’ intentions is particularly problematic. In this study, feelings 
and intentions were so classified from an adult perspective. It is by no 
means clear that what is obvious to an adult will also be obvious to a 
Young child. Flapan's results are; therefore, somewhat equivocal and 
difficult to interpret. The attribution theory analysis of person 
Perception discussed above highlights the importance of inferences of 
Individual intentions in the process of forming dispositional impressions 
of Others. In as much as studies of children's descriptions of others agree 
in showing a marked increase with age in the use of dispositional 
Statements, so we would expect Flapan’s research to show a similar age- 
related increase in the ability to infer intentions as a means of 
wn DE for individual actions. Her data only partially fulfil this 

Pectation. There are trends in the expected direction but these are 
not sufficiently pronounced. Recent research by the present author has 


addressed these issues and will be discussed below. 


Information processing in the development of person 


Perception 
rence to the information 


T d 
he analysis presented so far does not make refe c 
as been concerned with 


Processing capabilities of the child. Rather 2 h 
€ nature of the information that the child has to process. Person 
Perception research has frequently been concerned with the way in 
Which given information about others is processed (e.g. Anderson, 
1974; Warr and Knapper, 1968; Wyer, 1970). In their model of person 
Perception Warr and Knapper stress the importance of the ‘processing 
Centre’. An important function of this centre is the integration of 
Incoming information about other people- The information is combined 
and elaborated. Studies of the ‘processing centre’ (e.g. Anderson, 1974; 
Warr, 1974) have shown that incoming information tends to be 


Combined in a ‘lawful’ and predictable manner. For example, if it is 
jous single trait terms with 


known how an individual will rate var! i 
respect to how likeable these are, it is possible to predict how he would 
rate them, in the same respect, in various combinations. However, in 


this area, age-related differences in performance have so far only 
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ied out 
received scant attention, and the studies that have been carried 
have produced results that are less than uniform. — " 
One of the most thoroughly investigated models o Ge porcum 
integration is the *weighted averaging’ model proposed TE age 
(see, for example, Anderson, 1974). Items of cen rua 
individually evaluated and weighted, and these weighted £ ms. This 
are then averaged to obtain evaluations of combinations of ite: wen? 
model has closely matched judgements made by adults across a cdd vo 
of situations. Butzin and Anderson (1973) have shown the eg the 
apply to children as young as five years. However, mn this We? toys: 
children were making judgements about the attractiveness o aged 
While the results may demonstrate that children are GE e me ty 
this sort ofjudgement about objects it is not clear that they will r rther 
do so when making judgements about people. However, ae 
evidence comes from Hendrick et al. (1975) who obtained ratings e 
children aged five to eleven of people described by trait words pede 
singly or in pairs. The judgements made by all age groups clo 


E Ze : i odel. 
approximated the Predictions derived from an averaging m 
Furthermore, a test-retest 


S ined 
procedure showed that the ratings obta 
were reasonably stable, 


uch the same way as anv 
will be able to elaborate © 


aviour. Of the t. 
per cent of the boys and 2 per cent of the girls in 


terms to account for the observed discrepancies, 
figures had increased to 9 per cent and 21 
respectively and to 39 per cent and 64 per 


€n-year-olds only 2 
troduced conceptual 
By age thirteen these 
per cent for boys and girls 
cent for sixteen-year-olds, 
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Children had to write their accounts of what they had seen and this 
may have suppressed their performance. However, it seems clear that 
when asked to account for observed differences in behaviour, even 
children in early adolescence perform at a low level. Whether the 
ability to verbalize a reason for discrepant behaviour or the ability to 
make combined judgements is more central in the development of 
Person perception remains undemonstrated but if competence rather 
than performance is to be our main concern then perhaps Hendrick 


e > 
tal. are closer to the mark than Gollin. 


The development of impression formation 


For adults impression formation can be seen to involve the ability to 
Interpret the behaviour of others in causal, psychological terms, in 
terms of thoughts, feelings and intentions. The child's ability to make 
Such inferences has been primarily investigated in relation to the 
making of moral judgements; the prime lesson from this area of 
research being that contextual factors greatly determine the extent to 
Which a child will utilize information concerning intentions. The 
child’s failure to do so is not therefore necessarily due to cognitive 
capacity. A more plausible explanation is that the child fails to take 
Intentions into account, not because he is unable to comprehend them, 
but because he does not perceive them as salient. 

It is reasonable then to assume that the child’s use of inferences of 
thoughts, feelings and intentions in his perceptions of other people will 
Similarly be subject to strong contextual and situational inferences. In 
a series of studies to be discussed below, Rogers (1977) undertook, 
among other things, to investigate the extent of the validity of this 
assumption. 


In the first of these studies three grou : : 
and ten years of age were told four short, simple stories accompanied 


by cartoon strips illustrating the central events in each story. The 
Stories as presented to the children made reference only to the explicit, 
directly observable behaviour of the characters involved. The child’s 
task was to infer the implicit, psychological substructure. Each story 
had two variants, half of the subjects in each age group being exposed 
to one, half to the other. In one variant the central character was an 
adult; in the other, a child. With this exception both variants were 
identical. Pilot work had shown that adults would interpret the two 
variants at the level of thoughts, feelings and intentions quite 


ps of children aged five, eight 
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P f the 
differently, the interpretation being determined by the age o 


central character. Following the narration of each story the ea 
were asked to retell it and were also questioned about specific à and 
both cases the children were encouraged to infer thoughts, feeling: 
intentions. i 
Content analysis of responses revealed relatively minor voa 
the extent to which children made inferences of thoughts, feelings wi e 
intentions. There were no age-related differences in the proportion: 


B inferences 
use of these three inference types. However, when the actual infe 
made were examined more 


to specific questions) 
tially the five 


H n 
year-olds were no less capable than the older childre 
of extracting info, i 


inferences, they 


the story children were asked to sel 
Pilot work with adults had 


ly more, and a Significantly 


© were no differences 
ending for the story. 
rarely Spontaneously 
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Mad M dunt statements, they can (at least with the statements 
However this study) utilize them inan appropriate manner. ` 
vitulus d in me to be able to function effectively in ongoing social 
Drees vr ild needs to do more than infer discrete intentions to 
pci d £ iscrete events. He needs to be able to perceive the 
conimon un others as being essentially invariant by detecting the 
Down un erlying intention that links, or may be inferred to link, 

ore action sequences. A third study investigated aspects of this 
Process, 
oo children from the same age groups as before were presented 
T ^on ee stories. Each story involved a mother and her 
the Käre n each case the mother did something to the daughter and 
oÉ stories wa were told both what she did and "c e p pen triad 
le remise iE est ee pde fi 
iame ges ame intention ut di eren : Ap Ce Ze 
intenti on but different intentions and the final pair had neither 
stoties on nor action in common. Children were told that two of these 
E involved the same mother and were asked to indicate which pair 
€y thought this would be. It can be seen that the children could either 
Match stories on the basis of intentions, action or neither (the random 
Match), 
mee from all age groups made the rancor 
equently than the other two, but while the eig. 
he ig on the basis of common intention the five 
n the basis of common action. Thus the five-year-old, who has been 
Shown to be capable of both inferring intentions and utilizing 
dispositional statements, perceives trans-situational consistency in terms 
faction rather than intention. They appear to experience difficulty in 
linking disparate actions by common, underlying intentions. This 
interpretation is further supported by the finding that children at all 
ages who had initially made an action match had difficulty in seeing 
any similarity in the intention pair while those who had made an 
intention match could more readily perceive the similarity of the action 
Pair. 
A fourth study further illustrates the young child’s limitations with 
respect to integrating information concerning the dispositions and 
actions of another person. Subjects aged five to sixteen were narrated 
one of two pictorially illustrated stories. One portrayed a mother acting 
in a kindly manner towards a child and the other showed her acting in 
an unkind manner (helping the girl up from the floor and knocking her 


dom match significantly 
ht and ten-year-olds 
-year-olds matched 
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down respectively). The children were asked to make — 
judgements about the event, particularly to rate the kindness o : 
action and their expectations concerning the mother's general degre 
indness. 

= on from this and other studies (e.g. Kagan, 1956; Kagan and 
Lemkin, 1960; Mott, 1954) shows that even the five-year-old child = 
a relatively clearly formed impression of a mother as a kind an 
nurturant person. However, the five-year-olds in particular were 
largely incapable of integrating this preconception with the evidence 
from the unkind story. Thus, although the five-year-olds gave the most 
extreme negative rating to the unkind act they alone judged this mother 
to be generally kind. Unlike the older children, the five-year-olds 
seemed to make very little attempt to temper their judgements 
concerning the nature of the act with information pertaining to the 
general characteristics of the actor. In response to questioning, however, 
the five-year-olds were able to switch from one source of information 
to another (the act or the characteristics of the actor) in a manner 
perfectly suited to the nature of the particular question asked. 


Towards an overview of the 


development of person 
Perception 


The six- or seven- 
distinguished fi 


These differences m. 
There will be occasions, for exam: 
child does make about another w 
are inappropriate. 


but need not always, be deficiencies. 
ple, when the inferences that a young 
ill lack predictive value because they 
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described in terms of their physical rather than their personality 
characteristics. 

These differences are not entirely due to cognitive incapacities on 
the part of the young child. Five- and six-year-olds can, and do, infer 
and utilize information regarding intentions. They can, and do, utilize 
information regarding dispositions. It is for this reason that the term 
orientation’ is used to describe this set of age-related differences. 

Thirdly, the young child differs from those older than him with 
respect to his information processing skills. Of the three, this is the most 
difficult to summarize. On the one hand a recent study by Shultz and 
Mendelson (1975) has shown that children as young as three years can 
make quite complex causal judgements about physical events; we have 
also seen how Butzin and Anderson (1973) have shown young children 
to integrate information in a manner that matches a statistical model 
which in turn matches the integrations of adults. On the other hand, 
Berndt and Berndt (1975) have shown that while preschool children 
can understand the concepts of intention and motive they cannot work 
with complex motives, there being simply too many items of 
Information for the child to cope with. Further, the studies of Gollin 
(1958) and Rogers (1977) discussed above have revealed information 
Processing inadequacies on the part of the young child. While the 
Young child can often select the most appropriate item of information 
available with which to operate, he will also be frequently unable to 
Process adequately all the information available. 

Clearly the young child is limited by his cognitive resources. Equally 
Clearly we will not come to understand these limitations fully by 
Considering the child's information processing skills in isolation. The 
three elements of content, orientation and information processing 
highlighted above form part of a closely interdependent system. In 
Certain respects the content of the child’s perception of others will limit 
the development of his orientation towards the perception of others. If 
the intentions he infers to others are inappropriate then they will lack 
Predictive value which in turn will inhibit the establishment of an 
Orientation that is concerned with the long term; it is also clear, 

OWever. that until the child is orientated towards the long term he is 
Unlikely to establish any content that is relevant to that orientation. 
Similar interdependencies can be seen to exist with respect ;£0. the 
Child’s information processing skills; if the child is not orientated 
towards the long term he will not attempt to synthesize discrete 
tention into generally applicable dispositions, but without carrying 
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out the necessary information processing how does he come to acquire 
a new orientation? 

Recognition of these problems brings us back to a consideration of 
the functions of person perception. We, as adults, perceive people as we 
do in order to be able to predict the behaviour of others, control our 
own behaviour with respect to others, and influence the behaviour of 
others. We can only assume that this is equally applicable to young 
children. 

As Smith (1974) has pointed out, we know very little about the 
natural social behaviour of children. Yet causal observation tells us that 
the social world of children is not chaotic. Therefore, if their social 


behaviour is mediated by their perceptions of others then these 
perceptions must be suited to th 
behaviour. Clearly, 


dramatic changes bet 


at function of mediating social 
the social world of the child undergoes many 


ween the ages of five and ten. The child moves out 
from the comparatively sheltered and limited environment of the 


family home to the more complex and varied world of the school. 
Adolescence brings fu 


It is suggested that changes in the child’s social life act as the impetus 


ople. The task ahead for those 


that the way in which a child 
determined by the nature of 
perhaps most clearly demonstrated by Farnhill’s 


a systematic extension of this 
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these are influenced by the functional requirements of the diversity of 
social contexts in which children find themselves. 
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5 Children and their friends? 


Willard W. Hartup 


Peer relations contribute substantial 
competencies in children. Ca 
regulated relations with othe 
expression, and to engage in 


y to the development of social 
pacities to create and maintain mutually 
Ts, to achieve effective modes of emotional 
accurate social reality-testing derive from 
Ten as well as from interaction with adults. 


(Brittain, 1963). Friendship choices, 
children's parents more often than 
aspirations are more likely to be c 
culture than inconsistent with the. 

Misunderstandin 
adult-child relations are among t 


however, are approved ei 
not. Similarly, educationa 


Onsistent with the values of the peer 
m. 


plications for social policy: (a) ignore 


4 ; in the long run, eet 

experiences will have little impact on the child, and/or (b) suppres 
J n 

a bothersome nuisance, and may €v€ 
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be unhealthy. Educators systematically fail to train children in the 
most basic social skills (Combs and Slaby, 1977). At the same time, 
Byzantine mechanisms are erected for constraining peer socialization 
in schools, recreation centres and social clubs. Long lists of rules govern 
children's behaviour at meal times, on the school bus, on the playground 
and in the lavatory. No modern school can exist without rules but 
prevailing attitudes foster the suppression of peer relations in child 
development rather than their constructive exploitation. Such attitudes 
are strange in light of the evidence. Successful social experiences are 
more than superficial luxuries to be enjoyed by some children and not 
by others. 

In this essay, the functions of peer relations in child development will 
be examined. The correlates and consequences of socialization with 
other children will be considered along with the nature of child-child 
Interaction in relation to developmental status. Modelling, tutorial and 
Cognitive mechanisms in peer interaction will be elucidated and 
conditions making for effective peer relations in childhood will be 
Summarized. Major findings concerning the origins and nature of 
children’s friendships will be reviewed. The entire essay underscores 
the thesis that, in all cultures, peer relations affect the course of 
Socialization as profoundly as any social events in which children 
Participate. 


What is a peer? 
n most Western cultures. Child 


Children’s institutions are age-graded i 
s and camps are composed of 


Care centres, schools, sports teams, club 
enclaves in which chronological age ranges across only a few months 
9r years. Since child-child relations have been studied most intensively 
în schools and child care centres, our research literature 1s a same-age 
literature. It would seem that agemates have greater significance in 
Children’s socialization than non-agemates and that peer relations 
Consist mainly of interactions among children of the same chronological 
age. 
_ Actually, children of the same chronological age differ greatly in 
Size, intellectual capacities, physical skills and social abilities. One child 
may be considerably brighter than average; another may exhibit 
Unusually low levels of social skill; and another may be noticeably less 
attractive than the other children enrolled in his/her class. These 
Individual differences generate large differences in the social interaction 
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that ensues within same-age classrooms. Peer-like behaviour, uis 
should be considered only as social activity in which the actions ele 
child represent a status that is similar to the actions of another child. 
Considering also that children may be peer-like in one situation rd 
the classroom) but not in another (e.g. the playground), it is proba ^ 
best to designate children as peers who interact at comparable levels o: 


-graded, street societies are 
found that approximately 65 
th other children involved 
than twelve months. Similar 
her cultures (this survey was 
estern United States) but it is 
are heterogeneous rather than 
ical age. 

!'Kung San (Bushmen) in the 


culture, consisting mostly of siblings a 
late infancy to adolescence ( 


contacts in this ancient cultu 


, 
re are mixed-age. In other ‘Third World 
cultures, where women a 


T€ assigned major responsibilities in Ber 
tural activity, infant and toddler care is assigned to 5- and 8-year-ol 


children (Wenger and Whiting, 1977). These ‘child nurses’ are 
responsible for entertaining, 


infants and young children i 


nsin hunter-gatherer societies (from which 
are not sufficiently concentrated to supply huge 


Mixed-age societies are well suited to the 
adaptation requires skills in both see 
it (nurturance) ; being passive and 
others (aggression) 


young child’s needs. Social 
king help (dependency) and giving 
being sociable; being able to attack 


and being able to contain one’s hostility; being 
self-reliant. Since there is 


aviours will occur in in 
children than with older children 


with agemates rather than non 
interaction with older childr 


teraction with younger 
(e.g. nurturance), some in interaction 
“agemates (c.g. aggression), and some in 
en rather than younger children (e.g 
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dependency), mixed-age social contacts would seem to serve children 
In ways that same-age contacts cannot. Overall, the evidence suggests 
that social development is facilitated both by interaction with agemates 
and with non-agemates. 

Mixed-age social interaction differs qualitatively and quantitatively 
from same-age interaction. In one study (Lougee et al, 1977), 
Observations were conducted of pairs of nursery school children who 
Were not well acquainted with each other. In some dyads, the 
individuals differed by 16 months of age; in others, the children differed 
by 2 months or less, Social interaction was least frequent in 3-year-old 
same-age dyads, intermediate in dyads containing a 3-year-old and a 
5-year-old, and most frequent in dyads of 5-year-old children. Certain 
children showed accommodation in the mixed-age situation to the 
Social needs of their partners; others did not. Other investigators 
(Langlois et al., 1978) have shown that, when children are well 
acquainted with each other, the amount of social interaction in same- 
age dyads is more frequent than in mixed-age dyads — among 3-year- 
olds as well as among 5-year-olds. In addition, verbal communication 
Is adjusted qualitatively according to the age difference existing 
between partners (Shatz and Gelman, 1973; Lougee et al., 1977). 

Same- and mixed-age interaction also differs among elementary 
School children. Both second- and fifth-graders were found to work 
harder at simple tasks when social rewards were supplied by a non- 
agemate than by an agemate (Ferguson, 1965). And, in a social 
Problem-solving task (Graziano et al., 1976), the individual contribu- 
Hons of third-graders were shown to vary according to the composition 
of the group: singleton status (i.e. being the only third-grader ina 
triad) was associated with greater speed, success and task persistence 
than was majority status (i.e. being a majority member ina triad). 

k Long-term consequences of same- and mixed-age interaction are 
different, Suomi and Harlow (1972) demonstrated that the untoward 
effects of prolonged isolation on the social development of Rhesus 
monkeys can be reversed bya carefully managed programme of cross- 
age peer contact involving the isolated animal and a younger monkey. 

uch programmes ameliorated the effects of social isolation more 
effectively than other rehabilitation efforts, including exposure to 
Same-age or older animals. Although ‘non-programmed’ contact with 
normal agemates can increase the sociability of very unsocial preschool 
Children (Koch, 1935), exposure to a younger child may produce 
Breater changes in sociability, just as with the non-human primates. 
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One research team (Furman et al., 1978) located twenty-four socially 
withdrawn children in seven child care centres by means of. observations 
conducted over five-week periods. (These children may be considered 
social isolates but were not autistic or emotionally disturbed.) For 8 
children, an intervention was devised consisting of ten daily play 
sessions involving a second child who was 15 months younger than the 
subject. Another 8 children participated in daily play sessions with a 
child who was within 3 months of the subject's own age. The remaining 
children received no treatment. Significant improvement in sociability 
occurred in both experimental groups as contrasted to the no- 
treatment group (which did not change), but greater increases 
in sociability occurred among the children exposed to younger 
‘therapists’ than among those exposed to same-age ‘therapists’. 
Non-programmed interaction with younger children, indeed, pro- 
motes social competence in some situatio 
experience with agemates. 

In other instances, social learnin 
interaction with older children: for e 
more characteristic of children's inter 
with younger children ( 
are more effective moi 
although this difference 
for difficult perceptual 
situations callin, 
(Lougee, 1978) 
children older 


ns more effectively than 


g occurs more effectively in 
xample, reciprocal imitation is 
actions with older children than 


children prefer to be taught by 
Allen and Feldman, 1976). 


ow that social behaviour in same- and 
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DEAR DR 

Iread the report in the Oct. 30 issue of _________ about your study 
of only children. I am an only child, now 57 years old and I want to 
tell you some things about my life. Not only was I an only child but 
I grew up in the country where there were no nearby children to 
play with. My mother did not want children around. She used to say 
‘I don't want my kid to bother anybody and I don't want nobody's 
kids bothering me.’ 

... From the first year of school I was teased and made fun of. For 
example, in about third or fourth grade I dreaded to get on the 
school bus to go to school because the other children on the bus called 
me ‘Mommy’s baby.’ In about the second grade I heard the boys use 
a vulgar word. I asked what it meant and they made fun of me. So 
I learned a lesson — don't ask questions. This can lead to a lot of 
confusion to hear talk one doesn't understand and not be able to 
learn what it means... 

I never went out with a girl while I was in school — in fact I hardly 
talked to them. In our school the boys and girls did not play together. 
Boys were sent to one part of the playground and girls to another. So, 
I didn't learn anything about girls. When we got into high school 
and the boys and girls started dating I could only listen to their 
Stories about their experiences. 

I could tell you a lot more but the important thing 
married or had any children. I have not been very successful in an 
Occupation or vocation. I believe my troubles are not all due to being 
an only child, but I do believe you are right in recommending 
Playmates for preschool children and I will add playmates for the 
School agers and not have them strictly supervised by adults. I believe 
I confirm the experiments with monkeys in being overly timid 
Sometimes and overly aggressive sometimes. Parents of only children 


Should make special efforts to provide playmates for [their children]. 
Sincerely yours, 


is I have never 


_ Experimental evidence in support of the letter-writer’s conclusions 
55 scarce. In studies with monkeys, to which the writer alludes, Harlow 
(1 969) deprived young animals of peer contact for varying lengths of 
time. Wariness and hyperaggressiveness characterized those animals 
Rot having contact with agemates through the first four to eight months 
of life — both in their initial contacts with other animals and for some 
‘ime thereafter. Deprivation studies have not been conducted with 
children, but various experiments confirm that children are effective 
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socialization agents vis-à-vis each other: (a) peer reinforcement can be 
used to shape a wide variety of social behaviours (Wahler, 1967); (b) 
peer models are effective instruments of behaviour modification 
(Hartup and Lougee, 1975); and (c) peer tutors can be used to bring 
about an extensive range of motivational and cognitive changes in 
both younger and older children (Allen, 1976). The bulk of the 
evidence concerning the significance of peer interaction in social 
development is correlative rather than experimental; causal inferences 
are thus difficult to make. The literature nevertheless indicates that 
peer relations are embedded centrally in the socialization of the child. 

Long-term longitudinal investigations demonstrate that peer rela- 


tions in childhood are Prognostic indicators of social conduct in 
adolescence and adulthood. Roff (1961) 


who were former patients in a child 
‘bad conduct’ discharges were more | 
childhood counsellors as having poo 
successful service records, In other 
colleagues (Roff et al., 1972) obtained significant correlations between 
childhood peer acceptance and delinquency in adolescence. Among 
upper lower-class and middle-class boys, delinquency rates were higher 


studied a sample of servicemen 
-guidance clinic. Men receiving 
ikely to have been rated by their 
r peer adjustment than men with 

work, this investigator and his 


among the rejected lower. 
ultimate adjustment of t 
than the rejected ones, even though delinquency rates in early 
adolescence were similar. 

Ratings of peer acce 
mental health status, 
children in child 


ptance in childhood are predictive of later 
Again, using adult males who were seen as 
Roff (1963) found that poor peer 
eurotic and psychotic disturbances 
turbances in sexual behaviour and 


normal control sample. And, in an 
Cowen et al., 1973), poor peer adjustment 


S ional 
led as an excellent predictor of emotiona 
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on the children, including IQ scores, school grades, achievement test 
results, school attendance records, teacher ratings and peer ratings (i.e. 
nominations by other children for positive and negative roles in a class 
Play). Eleven years later, community mental health registers were 
examined to locate those individuals then consulting a mental health 
Professional. Of all the measures secured in the third grade, the best 
Predictor of adult mental health status was the peer rating. Subjects 
listed in the mental health registers were over two-and-one-half times 
as likely to have been nominated for the ‘bad’ roles in the third-grade 
class play than subjects not appearing in these registers. 

Once again, it should be emphasized that the evidence linking peer 
relations to emotional vulnerability is correlational in nature. Emo- 
tional vulnerability (or its precursors) could lead to poor peer relations 
as well as the reverse. Simple unidirectional interpretations of the 
Tesearch results are probably not as sensible as interpretations positing 
reciprocal causation. Coupled with the animal experiments, however, 
the correlational studies suggest a causal link between the social and 
affective domains in human development. It is worth noting that no 
evidence exists to contradict the hypothesis that peer relations play a 
Central role in personality development (Roff et al., 1972). l 

Specific social competencies seem to derive from peer interaction as 
well as more general social orientations. ‘Sociability’, in contrast to 
social withdrawal, is positively related to social acceptance and 
negatively related to anxiety and instability. In Bronson’s (1966) study 
of ‘central orientations’ among children between the ages of 5 and 16, 
the dimension reserved-sombre-shy expressive-gay-socially easy was associated 
with an inward-looking social orientation, high anxiety, and low 
activity. In later childhood, reservedness was associated with vulnera- 
bility, lack of dominance, cautiousness and instability. Peer acceptance 

as also been found to be positively correlated with the amount of 
Neutral social interaction in which the child engages (Furman, 1977) 
and the extent to which the child provides positive social rewards for 
Other children (Hartup et al., 1967). Thus, the child's willingness to 
*ngage in social activity is related to generalized social effectance. 

Children learn to master aggressive impulses within the context of 
Peer relations. Field studies show that rough-and-tumble play occurs 
àmong juveniles in all primate species but seldom occurs ecd 
Parents and their offspring. Such activity promotes the EEN 
a repertoire of effective aggressive behaviours and also establishes 


necessary regulatory mechanisms for modulating aggressive affect 
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(Harlow, 1969). Aggression occurs more frequently in pee a 
interaction than in adult-child interaction in many eain e 
(Whiting and Whiting, 1975), and observational studies in the ia 
States have shown clearly that feedback from other children esca 
and de-escalates rates of aggression among nursery school children 
(Patterson et al., 1967). . s 
The rough-and-tumble activity necessary for effective aggressi 
socialization is not compatible with the constraints built into adult- 
child relations. Family relations, for example, exist to protect the child 
from danger, ensure an adequate food supply, and provide the child 
with an opportunity to learn certain skills (e.g. language). Attachments 
accommodate these ends. These attachments, however, cannot be 
maintained concurrently with uninhibited aggression. Parents cannot 
execute parental functions when children are completely aggressive, 
and children cannot thrive in the care of abusing parents. Aggression, 
then, is antithetical to the maintenance of attachments. Children need 
some other social context in which to learn aggressive behaviours and 
to manage aggressive affect. Because peer interaction provides an 
Opportunity to experiment aggressively with co-equals (i.e. individuals 
whose cognitive abilities and social skills are comparable to one’s own), 
thissocial context seems well adapted to such socializatio à 
Peer interaction contributes to the individual's sexual socialization. 
Although gender-typing first occurs in interactions between the child 
and its parents (Money and Ehrhardt, 1972), the peer culture extends 
and elaborates this Process. Social rewards are exchanged within the 
peer culture according to the gender-appropriateness of the child’s 
behaviour (Fagot and Patterson, 1969) and peer models also contribute 
to the formation of appropriate sexual attitudes (Kobasigawa, 1968) 
Sexual experimentation is pervasive in child-child interactions and 


must be seen as contributing positively rather than negatively to 
socialization (Kinsey et al., 1948). 


Peer relations contribute to the emergence of so-called ‘social 
intelligence’. Children who are able to ‘take the role of the other’ are 
s able role-takers and are more competent 
in social exchanges with other children (Gottman et al., 1975): IS 


addition, peer interaction is associated with moral reasoning. KeaseY 
(1971) studied fifth- and sixth 


j “graders, finding that those who belonged 
to many social organizations had higher moral judgement scores than 
those who belonged to fewer clubs. Children with higher moral 


rated as more popular than those wit 


n requirements. 


more socially active than les 


judgement scores were also 
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lower levels of moral judgement. Whether advances in moral judgement 
are derivatives of peer interaction as Piaget (1932) suggested, though, 
is still an open question. Club membership may lead to changes in the 
nature of the child's moral thinking but advances in moral reasoning 
may also facilitate entrance into the peer culture. In any event, the 
evidence indicates that peer interaction and moral development are 
linked, consistent with the hypothesis that opportunities for social 
exchange among co-equals contribute constructively to changes in the 
structure of moral thought. 

. The association between peer relations and other dimensions in 
intellectual development is not clear. Competencies in social relations 
do not bear a consistent relation to IQ nor to academic achievement. 
Similarly, the evidence does not show that peer interaction is a major 
vehicle for the ‘decentration’ in cognitive abilities that occurs in middle 


childhood (see Hartup, 1976). Since general intelligence is consistently 
it may not be argued that 


re s A 
lated to sociometric status, however, 
earing on one 


i ihn H H 

ntellectual abilities and social competencies have no b 

another, 

ei The evidence suggests that whenever give- 

ae in a social skill, peer relations contribute t 
€ciprocal elements in peer interaction would sec 


aggressive and sexual socialization, as well as the soc 
values. In other instances (e.g. altruistic behaviour), the peer culture 
Seems to contribute to socialization through the complementary quality 
bierg interaction. In all cases, however, peer interaction is best 
"Er ifferent sanctions and prohibitions from those marking the child's 
reci actions with adults. Child-child relations contain residuals of 
hac even when social hierarchies are extremely rigid. Egalitar- 
m is the cornerstone of socialization in the peer culture. 


and-take is an essential 
o social competence. 
m to underlie both 
ialization of moral 


Developmental course 
Differentiation in the social relations of children begins in babyhood. 
Y at least the third quarter of the first year, the mother has usually 
Se selected as an object of specific attachment and, when given the 
ee to interact with her or another baby, the year-old infant 
: remain in proximity and attend mostly to her (Eckerman et al., 
975; Lewis et al., 1975). Nevertheless, babies are responsive to one 
another: by two or three months of age, babies orient to the movements 
9f other infants and, at about five months, to the cries of other babies 
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(Bridges, 1933; Vincze, 1971). No one has yet demonstrated that babies 
under six months of age interact synchronously, but it is clear that the 
vigour and the ‘meshing’ of infant-infant interactions increases rapidly 
during the second six months of life. 


Infancy studies 
Maudry and Nekula (1939) observed babies between 6 and 25 months 
using a ‘baby party’ technique. Babies between the ages of 6 and 8 
months ignored about half of one another's overtures, and the social 
interactions that occurred resembled contacts made with play materials 
(i.e. exploratory looking and manipulation). Fighting increased (mostly 
over toys) between 9 and 13 months, decreasing afterward. Much 
positive attention was given to peers in addition to the negative 
interaction but the role of toys in the social intercourse of children 
under the age of one year is not well understood. Most of the evidence 
suggests that babies are interested in cach other per se, engaging in 
mimicry and taking turns, but many of these social behaviours are 
object-centered (Mueller and Lucas, 1975; Eckerman, 1977). 
Repeated exposure changes the quality of peer interaction among 
babies. Becker (1977) arranged for sixteen pairs of g-month-old infants 
to meet for 10 play sessions, followed bya meeting with a new partner. 
Control pairs met twice, at intervals matching the beginning and 
ending sessions of the experimental pairs. Peer-oriented behaviour 
increased in quantity, complexity and degree of social engagement 
among the experimental Subjects but not among the controls. Social 
exposure effects were observed with the new infant in addition to the 
familiar infant; thus, the results Suggest a general social learning 


phenomenon rather than the associative learning of specific behaviours 
directed toward a Specific infant. 


Peer experience results in individual differences in social interaction 


studied five babies ranging between 8 and 10 
of the study and who attended a day care 
d the same qualities noted earlier (Maudry 
differentiation based on both attraction and 
& six months’ attendance at the centre. Ont 
tly approached than the other members of the 


ore consistently avoided. The most preferred 


infant was a responsive social partner who interacted non-assertivelY 
with the other babies and whose socia 


l involvements were reciproca! 
The least preferred infant was nearly asocial: both the intensity 2™ 


and Nekula, 1939), but 
rejection occurred durin 
baby was more consisten; 
group, and one was m 
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extensiveness of his involvements depended on whether or not he 
himself had initiated the interaction. One cannot assert definitely that 
these individual differences precipitated the budding friendships that 
were observed. But ‘personal styles’ clearly distinguished two babies 
from the other members of this group. 

Mueller and Lucas (1975) assert that one of the most dramatic 
changes occurring in peer interaction during the second year is the 
emergence of complex contingencies in socially directed behaviours 
which are tangentially related to toys (and other non-social objects). 
Imitation becomes more common and better coordinated; responsibil- 
ities for the maintenance of social interchanges are more commonly 
shared; and social interchanges increase in both dimensionality and 
Organizational complexity. Reciprocity and complementarity in play 
interactions emerge late in the second year as revealed in organized 
role relations such as ‘chaser’ and ‘chased’ or ‘giver’ and ‘receiver’. 
Seemingly, children coordinate their social actions to their social 
complements in a manner which resembles the coordination of mental 
Schemes based on non-social objects. 

These progressions were studied with six male toddlers who were 
Members of a play-group when between 16 and 22 months of age 
(Vandell, 1977). Video-taped records were made at 16, 19 and 22 
Months in various dyadic combinations and analyzed in terms of the 
Incidence of both simple and coordinated actions by individual children 
as well as contingencies (ie. co-occurrence within three seconds) 
Occurring in the activities of the two children. Frequencies of both 
simple and coordinated behaviours increased over the five-month 
Period as well as the number of interaction initiations and terminations. 
~ncurrently, interaction sequences became longer and involved an 
Increased number of actor exchanges. The frequency of object-related 
acts also increased, indicating that non-social objects retain an 
portant role in peer relations during the second year. But the data 
show that the complexity and coordination of social activity changes 
markedly during this time (see also Bronson, 1975). Social interaction 
Inlarger groups is dyadic and qualitative changes in the interaction are 
More visible in these dyadic exhanges than in social behaviour in group 
Situations (Vandell and Mueller, 1977)- 
an nlitatively, peer interaction during : 

issimilar to the child's interactions w! 
(1975) Studied 14 pairs of same-age toddlers: 10 to 1 
?4 months of age. The children, who were not prev 


the second year is both similar 
th adults. Eckerman et al. 
2, 16 to 18, and 22 
iously acquainted, 
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met together for twenty minutes in the presence of their mothers. n 
related behaviours occurred in over 60 per cent of the observation n 
each age, indicating that young children have considerable sedi rni 
one another. More important, however, the observations revealed t 
behaviours observed in the child's interactions with the mother (e.g. 
smiling, vocalizing and touching) also occurred with peers, but not a 
frequently as with the mother. Interaction with play materials occurre' : 
more often in peer interaction than in mother-child interaction. Thes 
observations confirm the hypothesis that the early stages of peer 
interaction are object-centered, and it is clear that different controlling 
mechanisms mark the mother-child system and the child-child social 
system. " 
These investigators also found that peer interaction differed from t 
children's interaction with strange adults. During exchanges imr 
children there was little crying and fussing, much synchronous use 0} 
the play materials, give-and-take with materials, and struggles. vcn 
the older children, coordinated activity with the toys was observed an 


s e A 4 ; ion to 
the children's imitative use of the materials showed the interaction 


s S ; d to 
be socially regulated. Most common in peer interaction, in contrast 
Stranger-child interaction, w. 


as use of play materials. Here, again, is 
confirmation of the hypothesis that peer interaction becomes increas- 
ingly ‘coordinated’ during the second year, as well as evidence showing 
that the young ch 


M : E : d 
ild’s commerce with other children is structure 
differently from commerce with adults, 


Studies of preschool and nursery school children 
Evidence with three- and four 
peer-directed behaviour does n 
Rarely do three-year-olds e 
or cling to each other ( 
declines during the pr 
love vous never ente 


"year-old children also suggests that 
ot duplicate adult-directed behaviour- 
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circumstances are seldom encountered. While this ‘experiment of 
nature’ shows that children have the capacity to serve as their own 
socializing agents, the literature indicates that adults and children 
usually contribute different competencies in the course of socialization. 
Both the incidence of social encounters and their nature continue to 
change during the years from three through six. In nursery schools 
(where most studies have been conducted) the frequency of both 
Positive and negative social interactions changes. Smith and Connolly 
(1972) studied social interaction in forty children ranging in age from 
2 years 9 months to 4 years 9 months in three day nurseries. Staring, 
crying, sucking, pointing and submissive-flight behaviours occurred 
less frequently among the older children while talking to other children 
and social play were increasingly common. Similar results were 
obtained in another investigation based on twelve 2-year-olds and 
thirteen 4-year-olds (Blurton Jones, 1972): Older children engaged 
more frequently in talking, playing with other children (including 
TOugh-and-tumble play), and other social behaviours such as smiling 
and laughing. Less frequent among the older children were crying, 
Watching other children, having toys taken, and orienting to the 
teacher (see also Heathers, 1955; Parten, 1932). 2. 
Four types of positive exchanges were studied in an investigation of 


seventy 3- and 4-year-old children (Charlesworth and Hartup, 1967) ; 
Stving positive attention and approval, affection and personal acceptance, submission, 
red at significantly 


and giving tangible objects. Such behaviours occur 

igher rates among the 4-year-olds than among 9-year-olds, even 
though exchange rates varied from classroom to classroom and from 
activity to activity. Rates of initiating positive overtures were also 
Strongly correlated with rates of receiving such initiations (r—0*75). 

9tal frequencies of aggression — particularly object-related aggression 
~ also increase between the ages of 2 and 4 years but then decline 
(Dawe, 1934; Walters et al., 1957; Blurton Jones, 1972; Hartup, 1974)- 
Age changes in aggression, however, are not the same in girls and in 
boys and incidence of aggression at no time exceeds positive or neutral 
interactions (Walters et al., 1957; McGrew, 1972) Se 

With increasing age, children participate more readily in associative 
“hd Cooperative activities and less readily in idleness, solitary play, 
Parallel play and on-looker behaviour (Parten, 1932). Assuming that 
Cooperative and associative play require more advanced cognitive skills 
than the other play categories, these data have been regarded widely as 
Social reflections of cognitive changes occurring during the preschool 
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years. Recent observations (Barnes, 1971; Smith and Connolly, 1972; 
Blurton Jones, 1972) show similar developmental progressions, al- 
though one or two investigators have suggested that there may be 
higher cognitive and task-oriented demands contained in solitary play 
than believed earlier. Role-taking skills, however, are negatively 
related to parallel play and positively related to associative play; 
confirming the hypothesis that associative activity represents relatively 
more mature peer interaction than parallel activity (Rubin et al., 
1976). 

Normative action is visible in nursery school groups to a greater 
extent than can be observed in toddler interaction. Merei (1949) 
reported that preschool children formed normative traditions including 
seating orders, possession of objects, 
belongingness, and rituals in 
studied normative behaviou 


ceremonies connected with toys, 
games. More recently, Lakin et al. (1977) 
r in same-age groups in various Israeli 
kibbutzim: 14-2 years; 2-23; 24-3; and 3-31. Observations revealed 
significantly more frequent assignment and execution of clear-cut roles, 
rule-enforcement and rehearsal, and helping behaviour in the older 
groups than in the younger ones. Monitoring activities (similar to 
onlooker behaviour) Occurred less frequently in the older groups. d 

Perhaps the most extensive norms to manifest themselves during this 
time are related to sex. Boys play more frequently with boys than with 
girls; girls play more often with other girls. Sex differences become 
stronger as children enter middle childhood, but they are also visible in 
most groups of toddlers and preschool children. The nature of social 
activity also varies according to sex (Shure, 1963; Edelman and 


these early divisions are based 


» Whatever the basis, sex-role norms 
teractions of very young children. 


¢ n among the younger children (Hartup, 1974): 
The aggression of the preschool-aged children hada direct, instrumenta 
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quality in contrast to the aggression of the older children which was a 
mixture of both object-oriented and person-oriented harm-doing. 
Apparently, elementary school children and adolescents are better able 
to engage in the role-taking and attributions leading to hostile 
aggression than younger children are. 

Cognitive capacities also constrain children's evaluations of each 
other's aggression. Rule and Duker (1973) studied reactions to stories 
in which the consequences of aggression were described as either serious 
or less serious, Certain stories ended with the aggressor's victim falling 
and scratching his leg (for example) while others ended with the 
victim’s suffering a broken leg. Eight-year-olds regarded the aggression 
resulting in serious outcomes as ‘more naughty’ than aggression leading 
to less serious outcomes. Outcome made no difference in the evaluation 
of aggression by the 12-year-old children. Either children become more 
callous to serious injury as they grow older (not unlikely) or their 
capacity to subjugate outcome to intention increases in making moral 
Judgements, as suggested by Piaget (1932). 

Normative activity in child-child relations becom 
and more complicated in middle childhood. While 
children share interests and conform to common rules, 
are not extensive and the hierarchization in social organization is 
relatively weak. Both explicit and implicit values are shared more 
commonly by individual members in societies of older children and 
adolescents, For normative activity to develop, however, children must 
share common goals. In one experiment (Sherif et al., 1961), twenty- 
‘wo boys were recruited for an experimental summer camp, divided 
Into two aggregates, removed to separate campsites, and observed over 
Several weeks, Opportunities to engage in common activities within 
cach aggregate transformed the group structures in a very short time 
~ Status hierarchies became evident, norms emerged, and in-group 
feelings were manifest. Normative activity increased (e.g. group names 
were adopted) when the groups accidently discovered one another. 

thletic competitions, rigged so that neither group won nor lost 
Consistently, led to hostility between the groups. Inter-group fights 
hi common; name calling and vandalism were frequent. To reduce 
nas Iter-group conflict, the experimenters tried non-programmed 
Interaction between groups; the conflict merely accelerated. Only 
Cooperative interaction, in which members of the two groups were 
q duired to work together toward a superordinate goal (e.g. restoring 

* camp water supply), reduced the conflict. The achievement of 


es more salient 
nursery school 
these activities 
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harmonious inter-group relations, then, neque an Ee bs 
work toward common ends. Whether children s ages pics i" 
group dynamics is unknown since this experiment was axi d w y 
1 1-year-old boys only. These results have long been assumed to APT 
to the societies of both children and adolescents, as well as to the soc 
viour of adults. 

um aspects of group interaction undergo change during wii) 
cence. Twenty groups, each including four individuals, were égen? 
from nursery schools, elementary schools and university classes an 
asked to create stories based on Pictures (Smith, 1960). Across these 
groups, chronological age was positively correlated with both amount 
of social activity (r—0:81) and amount of task-related behaviour 
(r—0:64). The groups of 5-year-olds were much less coordinated in the 
manner in which new ideas were introduced than were groups of older 
children and adolescents, as well as less cooperative and ore 
autonomous in terms of individual activity. The younger children 
behaved like aggregates of independent persons whereas the ved 
children manifested reciprocal social relations. In another study (Smith, 
1973), five-person same-age groups ranging in age from 5 to 20 years 
were studied while they made interpretations for a Rorschach card. 
Once again, interaction and task-related behaviour increased with ages 
at least through early adolescence. But the social interaction became 
more ‘mature’ in several other ways: (a 
interaction was lower in t 
unifying actions, 
understands, 


) within-groups variance in the 
he older groups; and (b) behaviours such as 
use of acknowledgements, signalling that one 
asking for opinions, and exchanges of questions were 
more common in the adolescents groups than in the children's groups. 
Both studies suggest that group problem-solving becomes more 
coordinated with increases in age. 

Social hierarchies can be observed in children's societies, even when 
the individual members are 2-, 3- and 4-year-old children. eain 
Scores (i.e. indices of social status or popularity) are somewhat ras 
stable in groups of nursery school children than in groups of olde 
children although considerable stability exists even in the choices 


nd McCandless (1957a) found stability 


4 X sses 
9 074 in various nursery school cla: 


` Also, Hartup et al. (1967) reported ? 
test-retest correlation of 0°68 fo 


after a five-month interval. Hier i 
not as stable as hierarchies based 
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Dominance hierarchies have been studied in both preschool children 
and elementary school children. Strayer and Strayer (1976) and 
Strayer (1977) studied three classes of dominance interactions — attacks, 
threats and object/position struggles. The observations in these studies 
centred on instances of ‘somebody wins, somebody loses’ rather than 
Instances of individual aggression. Linear dominance structures were 
identified in a number of day nurseries enrolling 3- and 4-year-old 
children, but the existence of these hierarchies was not established with 
every measure. In two instances, for example, a linear status structure 
emerged from observations of attack and threat interactions, but a 
different structure emerged from observations of object struggles 
(Strayer and Strayer, 1976). Among elementary school children, the 
three conflict measures converged to yield one single linear dominance 
Structure. Such structures emerge early in young children’s groups, 
solidifying relatively rapidly in the early stages of group interaction 
Harris, 1977). 
evelopmental changes in group structures are also revealed in 
Studies of perceived dominance (Edelman and Omark, 1973). Paired 
comparisons, in which each child in a classroom was asked to compare 
himself with every other child in terms of ‘Who is toughest’, revealed 
a clear developmental progression in the number of children who 
independently agreed that one child was tougher than the other. 
Percentages of dyads agreeing in this manner were 40 per cent among 
nursery school children; 62 per cent among kindergarten children; 
Per cent, 72 per cent, 72 per cent and 73 per cent among first-, 
Second., third- and fourth-graders, respectively. Comparing the results 
from the observational studies with the results based on perceived 
Ominance, it appears that behavioural interaction may produce 
dominance structures earlier than the children’s application of 
9minance constructs to themselves and their classmates. Scattered 
Work suggests that structures in children’s groups may also be based on 
affiliation and altruism, but these conclusions remain unconfirmed, and 
their developmental implications unexplored (Strayer, 1977; Wareing, 
1977). 
To summarize: the current literature suggests that the development 
of Peer relations proceeds from simple organizations to complex 
hierarchies, from loosely differentiated interchanges to differentiated 
Interaction, and from primitive awareness of the needs of others to 
Teciprocal relations based on complex attributions. Adolescent peer 
relations resemble the peer relations of young children in many ways 
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sl 
but both dyadic interaction and group structures change enormously 
as children mature. 


Family relations as antecedents of peer interaction 


Adult-child and child child relations are neither p Senn Dui Zeie? 
nor wholly interdependent in child development. Experiences wit a 
each social system affect the other. Lieberman (1976) examined en 
relation between the nature of the 3-year-old child's attachment tot d 
mother and social competence in the nursery school. Observations o 
mother-child interaction were conducted in the home and observations 
of behaviour with an agemate were conducted at school. Children 
whose attachments to the mother were rated as ‘secure’ were we? 
responsive to other children and engaged in more protracted socia 
interactions than did children who were not securely attached. Also, 
those children whose mothers arranged contacts with other children m 
the home were more mature in their responsiveness to other children m 
the school. Here, then, is evidence that the security of the child's 
attachment to the mother provides an effective basis for interaction 
with other children. At the same time, providing direct practice in 
child—child interaction also contributes its share. 

Research with older children is consistent with the results based on 
younger children. Using interview and sociometric methods to study 4 
sample of elementary school boys and their parents, Winder and Rau 
(1962) found that both the mothers and fathers of ‘likable’ children 
expressed low demands for aggression and tended not to use aggressive 
punishment. The mothers infrequently deprived their sons of privileges, 


had high self-esteem, and were well adjusted themselves. The fathers of 
the high status ch 


umrind (1967, 1971) in her studies © 
ildren rated as self-reliant, self-control 
tive parents (i.e. mothers and fathers rin 
exerted control over the child and demanded independence, but W d 
were also warm, rational and receptive to the child's feelings and po!” é 
of view. Such a child-rearing orientation contrasted sharply with th 


orientations expressed by the parents of less competent children: 
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Impulsive-aggressive children, for example, lived with permissive 
parents, while conflicted-irritable children were raised by authoritarian 
parents. 

Satisfactory home lives, continuing from early childhood through 
later childhood, are thus predictive of good peer relations. Prospective 
Studies are needed, however, to establish more clearly whether 
effectiveness in peer relations derives directly from parent-child 
relations or whether these social systems are linked reciprocally. The 
available evidence suggests a synergism between the adult-child and 
child-child social systems which extends from the earliest years of 
Childhood. 


What are friends? 


Friendship is only a little less interesting than love to laymen and 
literary artists. While the analytic tools of social science have been 
applied to love with some regularity (cf. Rubin, 1973), these tools have 
seldom been used to study friendships. And yet it is difficult to 
underestimate parents’ worries about their children’s friends. Having 
friends is considered to be a significant social achievement, an indicator 
of social competence, and a mark of positive mental health. Not having 
friends brings children to consulting psychologists. And, yet, little is 
Down about friendship formation in children, the age-related 
Vicissitudes of friendship, and the characteristics of children who have 
Many mutual friends as compared to those who do not. Sociometric 
analysis has been used extensively to study social acceptance and 
Popularity in children, but having friends is not the same as being 
Popular. Friendliness may be a major correlate of social acceptance 
(Moore, 1967) but one does not have to be popular to be a friend. 
hat are friendships? First, friendships are dyadic. One may have 
affectionate and trusting relations with a triad (or a larger group), but 
friendships are specific attachments not unlike the attachments existing 
between child and mother or between husband and wife. Like other 
attachments, friendships involve maintaining contact with the other 
Person as well as sharing affects, concerns, interests and information 
Hess, 1972). We expect to enjoy our friends, to trust them and for them 
to provide a variety of gratifications tO US. Even children stress 
attributes like ‘brave’, ‘kind’, ‘Joyal’, and ‘true’ in describing their 
Tends along with ‘friendliness’ and ‘similarities’ in various attributes 


ustin and Thompson, 1948). 
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Friendships are constrained in ways which are different, though, 
from other attachments. First, friendships are volitional; they may be 
terminated by a single defection. The friendship dyad is extremely 
vulnerable and, unlike the parent-child dyad or the marriage dyad, it 
has no legal safeguards against dissolution. Second, friends cannot rely 
on sanctions against abuse or neglect and can claim no special rights, 
obligations or privileges. Friendships require continuous reaffirmation, 
a proces in which both parties must participate (Hess, 1972). 
Friendships are fragile, even though the shared affects, gratifications 
and intellectual stimulation within them may be as intense as the 
stimulation inherent in familial attachments. 

Friendships are governed by different rules from other social 
relations. Children understand these rules as well as adults. In one study 
(Cabral et al., 1977), sixty-four subjects between the ages of 7 and 17 
were given three stories in which a child shares confidential information 
with a parent, a friend and an acquaintance. Later, the child discovers 
that the confidence has been breached. The subjects were asked to 
describe which participant would act first, what the action would be; 
what effect the broken confidence would have on the relationship, and 
how the problem would be resolved. Children at all ages differentiated 
the three relationships in terms of these outcomes. Parents, for example, 
could use private information publicly; if they broke confidence with 
the child it was usually thought to be for the child’s own good. Friends 
were not believed to have the same rights; they must abide by 
reciprocal agreements — clearly indicating that friendship relations are 
reciprocal relations. Acquaintances were considered to be free to break 
confidences but, if they would do so, the action could prevent the 
acquaintanceship from becoming a friendship. Breaking a confidence 
was seen as affecting each relationship differently : arent-child 
relations would eventually return to normal but friendshir s would be 
adversely affected; acquaintanceships would be affected Fiver oF 
terminated. Resolution of broken confidences also differed: parents 
were expected to rationalize their actions, while apologies or the 
passage of time were believed necessary to resolve the crisis between 
friends; most children could not think of resolution strategies that 
apply to acquaintanceships. Clearly, the mutual trust existing betwee? 
friends is not the same as the mutual trust existing between family 
members, and this trust also differs from the Pci code that 
governs more ephemeral social relations, 


Children's conceptions of friendship have been explored by studying 
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the manner with which friendsare talked or written about. Descriptions 
of ‘best friends’ are elicited and contrasted with descriptions of other 
children — either strangers or acquaintances. Such techniques have 
been used most extensively with elementary school children and 
adolescents since obtaining reliable verbal material from younger 
children is very difficult. Recent studies show that the conceptual 
System used by children to describe their friends, as well as specific 
expectations, undergo systematic changes with increasing age. 
Bigelow and La Gaipa (1975) asked 480 Canadian school children 
in Grades 1 through 8 to think about their best friends (same-sex) and 
to write an essay about what they expect in their friends that is different 
from their expectations about acquaintances. The essays were coded on 
twenty-one dimensions of friendship expectation representing various 
levels of abstraction and various conditions favouring social attraction. 
‘Onset’ consisted of the grade level at which a given expectation 
occurred with an incidence significantly greater than zero. Significant 
increases with age (grade) were obtained on sixteen friendship 
expectations, with onset grades occurring as shown in Table 5.1. 


Table 5.1 Onset grades for age-increasing friendship 
expectations 


" ; 1 grade 
Dimension Onset g 


Friend as help-giver* 

Share common activities* 
Propinquity* 

Stimulation value 
Organized play 
Demographic similarity 
Evaluation* 

Acceptance* 

Admiration* 

Increasing prior interaction* 
Loyalty and commitment* 
Genuineness* 

Friend as receiver of help 
Intimacy potential* 
Common interests* 
Similarity in attitudes and values 


AAA oO») OY SP POWWWW MOM 


i i _ Used with permission. 
Adapted from Bigelow and LaGaipa ee study (Bigelow, 
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Many friendship expectations recognized by older individuals were 
missing in the expectations of younger children. Whether these missing 
expectations were also missing in the overt social relations of the 
younger children is not known. But the various attributions applied by 
adults to their friends clearly ‘clock in’ at different times during 
childhood and adolescence. Close examination of these age-related 
changes suggests a transition from egocentric to sociocentric notions 
about friendship, and from sociocentric to empathic expectations. 
Cross-validation of these results was conducted with a sample of 480 
Scottish children (Bigelow, 1977). Eleven of the twenty-one friendship 
expectations were found to increase with age in this sample, too (see 
Table 5-1). Onset occurred at similar ages in the two cultures as 
indicated by a rank-order correlation of 0-78. In only two instances 
(friend as help-giver and increasing interaction over time) was there a 
rank-order difference in the two distributions of more than one rank. 
Consequently, relatively high concordance marked the developmental 
progression within nine of the friendship expectations. Cluster analyses 
reveal that friendship expectations evolve in three loose ‘stages’: (a) a 
reward-cost Stage indicated by the appearance of common activities, 
Propinquity and similar expectations — occurring about Grades 2 and 
33 (b) a normative stage in which shared values, rules and sanctions are 
evident in friendship expectations — occurring about Grades 4 and 5; 
and (c) an empathic stage in which understanding, self-disclosure and 
shared interests emerge — somewhere around Grades 6 and 7. Recall, 
however, that not all friendship expectations changed with age. Among 
both the Canadian and Scottish children, several basic expectations, 
including ego reinforcement and reciprocity, were mentioned at all 
ages. Affective elements thus become associated with friendship very 
early (and remain so) while cognitive elements change in accordance 
with the reorganizations that occur in general intellectual development. 
Selman and his associates (Selman, 1976; Selman and Jaquette 
1977) also argue that children's conceptions of friendship become 
increasingly differentiated with increasing age, ‘Friendship awareness 
was explored within a larger investigation of stages and sequences in 
interpersonal awareness’ including: (a) self- and individual awareness 
(b) understanding of friendship relations, and (c) awareness of grouP 
Frei Bee? TT conceptualization within d 
investigators argue that TA etes ie meh Wires pt à s 0 
stages differing qualitatively ia MR do c DE es in 
Y irom one another and occurring 
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invariant, hierarchical sequence. These hierarchies are believed to be 
based on: (a) awareness of the psychological interdependence between 
persons, (b) awareness that social action occurs within social systems, 
and (c) increased sensitivity to the thoughts, generalized expectations 
and attributions of others. Based on this arm-chair analysis of social 
behaviour and its development, along with large numbers of 
preliminary interviews and observations, five stages of friendship 
awareness have been identified. Note the similarity between the 
Progression outlined in Table 5.2 and the progression obtained by 


Bigelow (1977). 


Ñ ; 
"ir" Sequentially ordered stages in friendship awareness and perspective- 


St > S 
tage Friendship awareness Perspective-taking 


Undifferentiated; egocentric 
Subjective; differentiated 
Reciprocal ; self-reflective 
Mutual; third-person 
In-depth; societal 


Momentary physical playmate 
One-way assistance 
Fairweather cooperation 
Intimate; mutual sharing 


4-0 nN 


Autonomous interdependence 


Adapted from Selman and Jaquette (1977)- Used with permission. 


n conducted interviews with a 
ranging in age from 43 to 32 
rviewed twice across a two- 
evealed monotonic increases 
he ages of 6 and 15. The 


ois and Jaquette (1977) the 
a ve sample of 225 individuals, 
» including 48 males who were inte 
RE Preliminary analyses have r 
SES n ship awareness scores between t 
ge increase amounts to nearly two stages — from average scores 


E Stage 1 to averages near Stage 3- Friendship awareness lagged 
iac ai behind individual awareness but moved somewhat in 
ance of awareness of group relations. Correlations of friendship 
awareness with individual and group awareness approximated 0:80 
(controlling for IQ) and 0-70 (controlling for chronological age). 
Ee was a considerable range in age among subjects scoring within 

Stage of awareness, although the longitudinal results showed 
advances across stages rather than random fluctuations (these analyses 
Were based on summary interpersonal awareness scores rather than on 
Tlendship awareness scores). Of the 48 children included in the 
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longitudinal study, 8 remained at the same level, 37 advanced by less 
than a full stage, and 3 advanced a full stage or more during the two- 
i val. . 
um and Secord (1973) examined written descriptions of liked 
and disliked peers by kindergarten children, third- and seventh- 
graders, senior high school students and university students. Four 
dimensions of these descriptions changed with age: (a) descriptiveness € 
the older children and adolescents described both friends and enemies 
with more frequent use of differentiated statements and less frequent 
use of undifferentiated ones; (b) personal involvement — older subjects 
included themselves in the descriptions more frequently than younger 
subjects did ; (c) consistency — both positive and negative descriptors were 
used more consistently by third- and seventh-grade children than by 
kindergarten children or older adolescents (the former were erratic in 


their descriptions while the latter were more differentiated than were 
their childhood counterparts) ; and (d) depth 
both friends and non-friends in ter 
vicissitudes rather than in terms ofi 


— older subjects described 
ms of situational and temporal 
nvariant personality characteristics. 
Livesley and Bromley (1973) found that the number of constructs used 
by their subjects (320 children between the ages of 7 and 15) increased 
with age and, in several other studies (cf. Supnick, 1964), a shift from 
the use of egocentric and concrete terms to decentered, abstract 
constructs has been noted, 
Inaddition, children and adolescents describe their friends differently 
from non-friends. Peevers and Secord (1973) found that fewer trait 
names were used to describe non-friends than friends, with this 
difference being greater among adolescents than among younger 
children. Disliked children were described more egocentrically than 
were liked children, although these descriptions did not differ from one 
another in either consistency or depth. Livesley and Bromley (1973) 
observed that more statements were used to describe liked than disliked 
persons. This difference characterized descriptions of both children 
and adults made by boys, but only the descriptions of adults made bY 


girls. Finally, Supnick (1964) compared the descriptions of liked and 
disliked children by boys who 


old. She discovered that the tw 


in their descriptions of girls o 
applied by children to their frie 
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other categories of persons. Most writers have reasoned that children 
have more extended and varied experiences with their friends than 
with other individuals, conditions that supply the child with more 
information to be used in describing friends than non-friends. 

Similar reasons would account for the differences that have been 
found in content analyses of children's descriptions of friends and non- 
friends. Personality attributes, intellectual abilities, achievements, 
preferences, aversions, interests, social roles and comparisons with self 
are all used more commonly to describe liked than disliked persons, 
while references to appearance, actual incidents, specific behaviour 
inconsistencies, self-attitudes, relations with others and evaluations are 
more common in descriptions of disliked than liked persons (Livesley 
and Bromley, 1973; Austin and Thompson, 1948). These differences 
characterize elementary school children as well as adolescents, although 
the terms employed by older individuals are more abstract and less 
€gocentric than the terms used by younger ones. 

Considerable agreement exists, then, in the literature on children's 
descriptions of their friends: with age, increases occur in the number of 
interpersonal constructs used, the flexibility and precision with which 
they are used, the complexity and organization of information and 
ideas about one’s friends, the level of analysis used in interpreting the 
behaviour of other individuals, the recognition of certain attributes as 
characteristic of friends. Most writers assume that age differences in 
children’s conceptions of their friends are derivatives of more general 
changes in cognitive and language development. No one knows, as yet, 
the extent to which these changes are linked to social experience. 

Individual differences in friendship expectations remain unexplored, 
and the implications of such differences for the regulation of friendship 
relations and social status are unclear. Perspective-taking skills are 
Correlates of social acceptance (Gottman et al., 1975) and children’s 
ideas about helpfulness are also correlated with social status (Ladd and 

den, 1977). But skills in interpersonal observation and description 
may be indirectly, rather than directly, related to social behaviour. 


Children and their friends 

Two methods of identifying childhood friendships dominate the 
literature: (a) sociometric tests (Moreno, 1934); and (b) ‘moving 
Sociometrics — direct observations of children’s interactions with each 
other (Marshall and McCandless, 1957b)- These techniques have been 


— 
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used in large numbers of studies dealing with popularity (as well ei 
other dimensions of sociometric status). Interview and cece ee 
measures of sociometric choice are moderately correlated with eac 

other among preschool and elementary school children (McCandless 

arshall, 1 " 

— d ind relations among preschool children are 
relatively stable over several weeks’ duration (Marshall and ab: 
Candless, 19572), there is a direct relation between age and amount 9 

fluctuation in these choices. Using large samples of school children in 
the United States, Horrocks and "Thompson (1946) and Thompson and 
Horrocks (1947) found more frequent fluctuations among 11- to 15- 
year-olds than among 16- to 18-year-olds. The younger children chose 
the same individual as a best friend about 50 per cent of the time when 
sociometric tests were given at two-week intervals. Older children, 
however, chose the same individual between 60 per cent and go per 


cent of the time. Whether behaviour with one’s friends fluctuates in 
relation to age is not known. Fewer 


among boys, a difference that has b 
older children (Hartup, 1970). 

Related to the sex differences observed 
sex differences in the intensivenesslextensiy 
a factor analytic study of 62 children 
eight, Waldrop and Halverson 
child’s peer relations ( 


fluctuations occur among girls ve 
cen found among both younger an 


in friendship fluctuations, are 
eness of friendship relations. In 
between the ages of seven and 
(1975) found that intensiveness in the 
as rated from the mother's mentions of best 
friends and their importance to the child) loaded highly on a peer- 
orientation factor only for girls. In contrast, ratings of c ee] 
(the degree to which the child participated in group activities an 

games) appeared on the peer-orientation factor only among boys 
‘Intensive’ girls also were more socially competent than less intensive 


girls and ‘extensive’ boys were more socially at ease than less extensive 
boys. 


Eder and Hallinan ( 
preadolescents should i 


in the standard man 


S ive 
ds encompassing an impen 
ivided by the total number of same-sex tria 


existing in the class. The Proportion of exclusive dyadic friendships wä" 
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greater for girls than for boys in four classrooms. Concordantly, 
participation in non-exclusive friendships within same-sex triads was 
more common among the boys than among the girls. Even more 
interesting, the results of seven sociometric tests administered over the 
School year showed that, when triadic relations were not initially 
exclusive, there was a high probability that girls would move toward 
more exclusive social relations with the passage of time. Conversely, 
boys initially in non-exclusive triads either did not develop exclusive 
interactions or became more expansive in their choices as the school 
year progressed. The determinants of these sex differences are obscure, 
although it has been suggested that play activities encourage boys to 
develop non-exclusive social relations while, at the same time, such 
activities encourage girls to form more intensive social relations. 
According to this argument, once friendships are formed, sex divisions 
encourage additional sexual differentiation in behaviour and vice versa. 


Which children have. friends ? 

Dozens of personal characteristics are correlated with sociometric status 
(i.e. popularity) : physical attractiveness, children’s names, social class 
background, intelligence, friendliness, social assertiveness, and endorse- 
ment of conventional social values (see Hartup, 1970). Although 
research indicates that well-endowed children have more friends than 
Children who are less favourably endowed, such data do not indicate 
Whether the nature of friendships varies according to these same 
characteristics, Certain attributes are mentioned by both popular and 
non-popular children as reasons for choosing their friends — e.g. Austin 
and Thompson (1948) found that positive personality characteristics 
such as ‘kindness’ and ‘loyalty’ accounted for approximately 50 per 
Cent of the reasons given by sixth-graders for choosing a friend, with 
‘friendliness’ accounting for 15 per cent of these reasons. While sociable 
children are more likely to be involved in mutual friendships than less 
Sociable children, ‘nice guy’ qualities seem to be attributed to friends 
Tegardless of actual sociability. 

Similar results have been obtained with ‘kindness’. Mannarino 
(1976) studied social sensitivity in 92 children, 30 of whom were 
Involved in reciprocal friendships. Altruism was measured with two 
struments — a paper-and-pencil inventory anda modification of the 
Prisoner’s dilemma game. Both measures showed that children who 
were chums were more altruistic than were children who were not 
chums, But, the Austin and Thompson (1948) data confirm that 
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children also attribute ‘kindness’ to their friends. Kind children, eg: 
are both more likely to have friends than unkind children and to : 
perceived as ‘kind’ by their friends. Little more can be concluded abou 
kindness and children’s friendships: whether children will see 
their own possessions more readily to assist a friend than a non-frien 
is unknown; whether children will disclose information more readily 
toa friend than an acquaintance is unknown ; whether social interaction 
between friends is better ‘meshed’ than the interaction between 
acquaintances is also unknown. 
Similarly, attractive, bright, middle 


-class children have a wider 
network of best friends than child 


ren who are unattractive, dull m 
lower-class. Very little is known, however, about the manner in whic 


attributions about attractiveness and intelligence are altered when 


children ‘make friends’, Important issues need research attention in thi 
area. 


Do friends resemble one another ? 

Few data exist concerning friendshi 

because most children’s frie 

ical age, no characteristic 

gender (see Hartup, 1970). 
Most investigators have r 

ages of best friends — 


a . H ` 1 S 
p relations in mixed-sex situation: 
ndships are same-sex, Except for chronolog 
> s r n 
I$ more extensively shared by friends tha 


correlations greatly as 
(for example) 


mble one another in racial character- 
udies (eg, Criswell, 1939) and more 
haveshown that, in integrated classrooms; 
children make fewer cross-race friendship selections than would ES 
expected by chance, Cross-race selections occur, with selection of white 
children by black children exceeding the number of reverse selections: 
But cross-race Choices, at least in United States schools, are much rare? 
among secondary school children than among younger children (Asher 
et al., 1977). Considerable evidence Suggests that the social attitudes 
underlying racial cleavages vary with age: among young children: 
racial cleavages are based on shared attitudes and affects rather 
than strong inter-racial hostility. Negative racial attitudes become 


istics. Both early sociometric st 
recent ones (e.g. Asher, 1973) 
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increasingly salient, however, in the friendship selections of older 
children. 
. Behavioural similarity is not as consistent between best friends as 
similarity in sex, age and race: (a) Positive correlations between best 
friends IQs have been reported by some investigators but not others 
(see Hartup, 1970), and it is doubtful that similarity in intellectual 
ability is a strong factor in friendship selection when chronological age 
is held constant. (b) Sociability appears to be more similar among pairs 
of friends than among pairs of non-friends, but the capacity for 
organized cooperative activity is particularly salient in boys' friendships 
while general social participation is significant in girls’ (Challman, 
1932). (c) Sociometric status has not been established as more similar 
among friends than non-friends (Thorpe, 1955). (d) Similarity in 
attitudes and values is related to social attraction. Byrne and Griffitt 
(1966) showed that sociometric preference is a linear function of 
perceived similarity in social attitudes among children ranging from 
the. fourth through the twelth grade, as well as among university 
Students. And, in another study, preferences for camp activities were 
Observed to be similar between children and their sociometric nominees 
(Davitz, 1955) even though perceived similarity was greater than 
actual similarity. The interests of mutual friends has not been studied 
except that Haller and Butterworth (1960) reported positive correla- 
tions between friends in occupational and educational aspirations. 
These correlations were higher when the friends’ values were supported 
by parental values than when parental attitudes were discordant. 
Behavioural similarity, then, may be maximized between friends when 
children are exposed to concordant norms in other contexts. Shared 
absence of concordant norms in other social situations, however, does not 
Seem to attentuate the similarity between friends in educational values. 
Considerable attention has been given to the complementarity— 
congruence issue in sociometric research, although such studies with 
children are rare (see Hartup, 1970). Does behavioural similarity foster 
friendships? Or, does behavioural complementarity stimulate social 
attraction? Izard's (1960) work with adolescents suggests that the 
Personality profiles of friends are similar rather than complementary. 
No evidence exists for younger children other than the results cited 
above. Certainly, broad areas of shared attributes and values must exist 


between children and their friends since such similarities are defining 


characteristics of friendship. But ‘best friends’ are not carbon copies of 


One another — obviously. The significant issue to be studied, then, is the 
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relative importance of various attributes known to increase or decrease 
social attraction rather than similarity and/or complementarity fer se. 


Behaviour with friends 

Behaviour with acquaintances differs from behaviour with strangers 
beginning in babyhood. Lewis et al. (1975) studied seven babies who 
were observed once with ‘friends’ and once with ‘strangers’. The friends 
were familiar children between 7 and 20 months who had visited the 
subject at least once each week during the previous two months and 
twice each week for two weeks prior to the observation. Strangers were 
matched with the friends according to sex and age. Proximal activities 
— body contact, proximity and touching — were more frequently 
directed toward friends than toward strangers, as were gesturing and 
imitative interactions. Looking at the other child did not differ 


€ affects. Distal interactions and play 
he overtures of friends and strangers. 
nd friend-to-target behaviours are not 
Social commerce was nevertheless more 
9 were acquainted than between children 
who had never seen one another before, 

bases’ in distress situations, In a study of 
iet nursery schools (Ipsa, 1977), children 
classmate or another child enrolled in a 


The literature on fa 


; ee : miliarity and Social attraction among older 
children is inconsistent 


~ Sometimes attraction is positively associated 
5, 1975) and sometimes negatively 
(Kail, 1977) based on children's 
9r opposite-sex, demonstrate that the 
h individual differences in both the 
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through 6, those with strong sex-typed preferences showed increased 
liking for same-sex faces as a function of familiarity but decreased 
liking for opposite-sex faces. For less strongly sex-typed children, 
however, familiarity did not affect attraction. 

Familiarity and friendship are not the same thing. Does the social 
behaviour of children with their friends differ from their behaviour 
with non-friends? The evidence is scattered and thin. Children receive 
distinctive feedback contingencies from their friends as contrasted to 
their parents (Cohen, 1962) and will work harder at simple operant 
tasks to achieve exposure to a photograph of a friend than exposure to 
a photograph of a neutral peer (Horowitz, 1962). But the effectiveness 
of social rewards is not always greater in exchanges between friends 
than in exchanges between non-friends. Hartup (1964) found that the 
performance of nursery school children on a simple task was maintained 
better when such rewards were dispensed by disliked individuals than 
when delivered by a best friend. Reverse results, however, were 
obtained for elementary school children who were studied using a 
Somewhat different paradigm (Patterson and Anderson, 1964). 

Social responsiveness is greater between 7- and 8-year-old friends 
than between strangers in interactive humour situations (Foot, 
Chapman and Smith, 1977; Smith et al, 1977). When children 
watched ‘Tom and Jerry’ cartoons or listened to humorous recordings, 
both the duration and frequency of laughing, smiling, looking and 
talking were greater between friends (i.e. mutual sociometric choices) 
than between strangers (i.e. children from different classrooms who did 
not know each other). In addition, response matching, a measure of 
behavioural concordance between the two children, was greater 
between friends than between non-friends (Foot, Smith and Chapman, 
1977). Intimacy interactions are thus maximized by friendships among 
elementary school children in a manner similar to the relation between 
familiarity and social interaction among toddlers (Lewis et al., 1975). 
These studies, of course, show only that friendship enhances intimacy 
In pleasant situations. The relation between friendship and the intimacy 
of social interaction in unpleasant situations has not been explored in 
research with children. ` 

Do friends communicate with each other in ways that are different 
from communication with non-friends? No one knows. Gottman and 
Parkhurst (1977) have launched an extensive study of communicative 
Sequences in the conversations of friends ranging in age between two 
and nine years, Preliminary analyses show that ‘collective monologues’, 
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which are common in conversations between non-friends (Garvey an 
Hogan, 1973) are not common between friends. Overt acsi 
miscommunications are also more common in the conversations oft 

younger friends than in the verbal exchanges of older friends. Whether 
this means that young friends are more emphatic in their communica- 
tions than older friends is unlikely: older friends may assume (rightly) 
that their friends share their frame of reference, thus believing that 
overt clarifications are less necessary in their conversations than in the 
exchanges of younger children. Additional information will be 
forthcoming. Meanwhile, this investigation addresses some extremely 
important issues — the extent to which patterns of social influence, 
modes ofcommunication and attributional processes occurring between 
friends differ from the interaction Occurring between non-friends. 
Additional studies of children's behaviour with their friends, as 
contrasted with non-friends, would clarify the processes of friendship 
formation, the role of social attraction as a contextual variable in social 


S "ge f Gees f 
behaviour, and the significance of friendships in the development o 
social competence. 


Conclusion 


Social competence derives from 
children. Both social skillsand emot 
these contexts, As Harry Stack Sul 


i i i i er 
children's interactions with eg 
: : i 
ional effectance are acquired wit 
livan wrote: 


All of you who have children are sure that your children love you; 
when you say that, you are expressing a pleasant illusion. But if you 
will look very closely at one of your children when he finally finds à 
€ between eight-and-a-half and ten — you will 


worthwhileness of 
discover, nothing 
developmental epoc 
the integrating te 
developed, we call | 


of the need for interpersonal intimacy... , 


(Sullivan, 1953, pp. 245-6)- 
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Current theoretical and empirical work in child-child relations is 
diverse. Peer interactions in early childhood are understood to be 
antecedents of adolescent associations; the child's awareness of the 
Social world becomes more differentiated with age; social attraction 
Tests on complex processes; and friendships derive from unique 
determinants. A vast increase in research on peer relations has occurred 
recently — witness the number of new citations in this essay. The 
— social psychology of childhood is thus changeworthy as well as 

lverse. 


Notes 


1 Preparation of this manuscript was assisted by funds from Grant No. 5-Po1— 
95027, National Institute of Child Health and Human Development (USA). 

2 Used with the permission of the letter-writer as well as the recipient 
(Professor Shirley G. Moore). 
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6 Sex-role differentiation in 
social development 


Corinne Hutt 


Introduction 


In the process of becoming a boy or girl, man or woman, an individual 
wee in certain ways, primed in others, and biased to accept, 

ject or modify the manifold impresses of society. The biases, 
Predispositions and proclivities of an individual influence his interac- 
tions with his social environment, both as actor and re-actor; the 
individual is also affected by the demands and pressures of the society 
a culture in which he develops. But this chain of interacting events 

35 a natural beginning, namely at conception. During foetal 
development, male and female organisms are differentially affected 
and by the time sexual differentiation is complete males and females 
are organized and biased in distinctive modes. As Whalen (1968) 
“works upon" a biological substrate and 


ar . « 
Sues: ‘Experience always 
bstrate always sets the limits 


one that substrate; the biological su 
€ effects of experience.’ 
a this chapter several processes relevant to t 
He are considered: first, the biological origins n 
xt the characteristic aptitudes and propensities of girls and boys — 
Ow these may arise and what implications they have for later 
development; finally, the manner in which boys and girls construe 
Masculinity and feminity, and in so doing how they develop their 


he differentiation of sex- 
of sex differentiation; 
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gender identities and fashion their sex-roles. Here, gender pus de 
taken to mean the internalization of and identification with a ma e 
female gender; it relates to the feeling an individual has of being a X 
or boy, woman or man. Sex-role, on the other hand, refers to s 
manner in which the feminity or masculinity is portrayed and to t 
behaviours which are considered to be appropriate to one sex or other. 
In most cases, sex-role and gender identity are congruent with each 
other, a girl differentiating a female sex-role while having a Hit P 
gender identity. But there are cases in which the two progressions a 
in discord: transvestites, for instance, have gender identities which 
accord with their biological sex but prefer to adopt the sex-role of the 
opposite sex, as when men dress in ‘drag’ and display the mannerisms 
characteristic of women. Transsexuals, on the other hand, be a 
gender identity contrary to their biological sex, and have difficu T 
playing out the biologically appropriate sex-role ; often these individua i 
seek to have the physical denotations of their sex changed by surgicà 
and hormonal means. : e 
In general, though, an individual adopts a sex-role compatible w 
his or her gender identity, the particular attributes of the sex-role being 
dependent upon the social environment in which he or she grows up- 


The biology of sex differentiation 


place. Furthermore, there are several sets a 
urring in a regular sequence, which serve 
distinguish one sex from the other (See Figure 6.1). 

constituent chromosomes of the sex 
or a male. The sex chromosomes e 
The presence of the Y chromosom 


characteristics, Occi 
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hormones, the mullerian ducts develop and differentiate into the female 
genital tract. After the eighth week of embryonic life the external 
genitalia differentiate, in similar manner, according to a male or female 
pattern. Thus, according to the gonadal hormones secreted, we may 
talk of the hormonal sex of an individual. Finally, when vascular 
transportation is adequate, the testicular hormone acts upon the brain, 
in particular the hypothalamus, to organize it according to a male 
pattern, ie. to produce the gonadotrophic hormones at and after 
Puberty — the male hypothalamus doing this in an acyclic manner 
while the female hypothalamus conforms to a monthly cycle. Gonadal 
hormones thus have two functions — an organizational or inductive one 
in foetal life, and an activational one at puberty. 

At every stage of sexual differentiation, then, nature has provided 
that, if male differentiation does not occur, female differentiation will 
inevitably follow. These stages are illustrated in Figure 6.1. In fact, 
female differentiation of the reproductive tract and the external 
Senitalia are largely independent of the presence of the ovaries; it is the 
male testicular substance which is the active organizer of ‘maleness’ 
(Money and Ehrhardt, 1972). We may therefore even speak of genital 
Sex with reference to the external genitalia and brain sex according to 
whether there is a cyclic or acyclic release of gonadotrophic hormones. 


Anomalies in sex differentiation 
kes may be more informative and 


instructive than correct responses and this is particularly true of the 
Process of sexual differentiation. Here, nature’s mistakes concern one or 
Other of the stages of sexual differentiation so that ultimately there is 
incongruity between two or more aspects of the individual’s sex. There 
are many such clinically recognized syndromes (Federman, 1967; 
Hutt, 1972a; Money and Ehrhardt, 1972) but only three will be briefly 
IScussed here. 
In. Turner's syndrome one sex chr 


karyot $ 
‘i ype is XO. The gonads are on à 
ifferentiated into ovaries. Thus there is no gonadal hormone. 


*vertheless, the individual differentiates as 2 female and ve por 
as unmistakably female genitalia. There is no eana ou a 
assignment, and although there may be associated problems li e Ce : 
Subnorma]ity, psychosexual immaturity and amenorrhea, indivi - s 
with Turner’s syndrome differentiate an unequivocal feminine gender 


Frequently, errors and mista 


omosome is missing so that the 
ly primitive streaks, and are not 
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and adopt female sex-roles (Money and Ehrhardt, 1968; Ehrhardt et 
al., 1970; Money and Ehrhardt, 1972). At puberty, these girls often 
need oestrogen therapy to help them develop secondary sex 
characteristics. 

In the cases of the adrenogenital syndrome (AGS) the foetus is exposed to 
a surfeit of androgenic hormones due to a genetic defect of the 
functioning of the adrenal glands. While in the male foetus such a 
Surfeit of androgen may not result in undue difficulties, there are 
problems with female foetuses due to masculinization, particularly of 
the external genitalia. The degree of masculinization of course depends 
on the amount of androgen to which the foetus is exposed, and if it is 
great it is probable that a genetic female with female reproductive tract 
and gonads may nevertheless be assigned a boy. Such an individual 
would continue to be under the virilizing influence of the excess 
androgen being produced. AGS females who were also postnatally 
androgenized in this manner were found to be typically ‘tomboyish’, 
interested in physical and athletic pursuits but uninterested in having 
or caring for children (Ehrhardt et al., 1968; Money and Ehrhardt, 
1972). Many of them also reported bisexual imagery and experience, 
though none of them professed to be dissatisfied with her assigned sex. 
Many of these foetally androgenized females, however, were prevented 
from further postnatal masculinization by cortisone therapy. Even so, 
these girls (who were only foetally androgenized) in later childhood 
Were more tomboyish than controls, expended greater physical energy 
in their pastimes and showed greater preference for playing with boys 
(Money and Ehrhardt, 1972; Ehrhardt and Baker, 1974)- These girls 
also showed a preference for practical, functional clothes and hardly 
ever played with dolls. The older girls showed a lack of interest in 


infants, in caretaking or other nurturant activity, and most of them 
20 per cent of these girls would have 


ere ambivalent and only 47 per cent 
but none requested a sex 


Were intent on pursuing a carcer. 
Preferred to be boys, 33 per cent wi 
were content with their female role, 
reassignment (Money and Ehrhardt, 1972)- 
More recently, Money and Dalery (1976) h 
account of seven AGS females, three of whom were reared as boys and 
four as girls. There was apparently no ambiguity about the sex of the 
three patients reared as boys and their true genetic sex was only 
discovered later, when surgical correction and hormonal therapy were 
Carried out. These three were unexceptional as boys, had unambiguous 
Masculine gender identities and unreservedly adopted male sex-roles. 


ave given an informative 
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On the other hand ‘the four girls did not follow exactly the ae 
pattern. They played with dolls only rarely. They preferred e e 
boys' toys such as cars, trucks, guns and blocks. They liked to ride 
r motorbikes' (p. 365). Se 

j All seven + dÉ a conspicuous lack of interest in n 
caretaking, neither the boys nor the girls readily helped their mot e 
with the housework. In common with other AGS females, the girls in 
this sample expended a great deal of energy in tomboyish a 
and they showed a preference for playing with boys rather than wi 
girls and were more competitive with boys. - 

The testicular feminizing syndrome occurs in genetic males whose tes e 
secrete the normal quantities of androgen, but due to a biochemie: 
defect the target organs are insensitive to androgen and the 4 em 
generally are undescended. The appearance of these Pp ka 
birth is female even though the vagina may be ill-formed. Individu E 
with this syndrome nevertheless differentiate as females, have de 
bodies and at puberty develop female secondary characteristics. The d 
phenotypic females have characteristically feminine interests ai 
attitudes and most (go per cent) are fully content with their feminin 
role (Money and Ehrhardt, 1972). 1 

These anomalous syndromes of sexual differentiation age 
implicate the androgenic hormones as the critical factor in S 
development of maleness or femaleness, and subsequently of masculini y 
and feminity. As Money and Ehrhardt (1972) succinctly put it: 


In the absence of andro 
as a female. In the 
differentiates as a fe 
hormones in entirety, 
genetic sex. 


gen, the genetic female differentiates aod 

absence of oestrogen, the genetic fem ir 
male. In the absence of gonads and de 
the foetus develops as a female, regardless 


(p. 105) 


e to 
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authors have arrived and which has recently been reiterated by 
Reinisch (1974). 


The psychology of sex-role differentiation 


Many theories of sex-role differentiation have been advanced, but only 
those which have implications for the pyschological processes of 
socialization generally will be discussed here. In this section, a brief 
Overview will be given of theories representing social learning, 
cognitive-developmental, and psycho-sexual differentiation viewpoints. 


Social learning theory 
Kagan (1964) distinguishes between a sex-role standard and sex-role 
identity. The former is a ‘learned association between selected 
attributes, behaviours and attitudes, on the one hand, and the concepts 
of male and female on the other’ (p. 138). Thus, sex-role standard is 
defined both by overt attributes like physique and behaviour and by 
covert attributes like feelings, motivation, etc. Kagan assumes this 
Standard to be acquired by three processes: (i) identification with 
models; (ii) expectation of affection and acceptance on possession of the 
attributes; (iii) expectation that possession of such attributes will 
Prevent social rejection. Once acquired, this standard acts as a censor 
against which subsequent behaviours and attitudes are evaluated. 
. Sex-role identity on the other hand is ‘the degree to which an 
individual regards himself as masculine or feminine’ (Kagan, 1964, P- 
144). This is what we have previously termed gender identity, and the 
term which will continue to be used. Central to the acquisition of such 
an identity is the process of identification with a model. ‘An 
identification is a belief that some of the attributes of a model. . . belong 
to the self? (Kagan, 1964, p. 146). Kagan argues that for strong 
identification three conditions must be met: (i) the model must be 
Perceived as nurturant; (ii) the model must be perceived as being in 
Command of desired goals and task competence in desired areas; (iii) at 
the Outset, the child must perceive objective bases of similarity in 
attributes between the model and him or herself. Identification with a 
ather who is not very strongly sex-typed weakens the gender identity 
Sfa boy because of the negative reinforcement he receives from his 
Peers and retards the acquisition of further sex-typed responses. The 
Oy who is identified with a strongly sex-typed father, on the other 
and, is facilitated in acquiring further sex-typed behaviours. It is far 
rom clear, however, why the model’s strength of sex-typing should 
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principally affect the child's gender identity as opposed to his iati 
behaviours. Poor identification with the same-sex parent may La m 
difficulties for acquiring sex-typed behaviours though gender i etc? 
too may be affected. Kagan's main emphasis, however, is on the Tos i 
to match behaviour to a standard, the desire to comply with socia 
expectations of sex-roles. Nevertheless, much of the argument wes? 
ing the acquisition of gender identity and sex-role behaviours anim 
hoc — there are no prescriptive rules or principles according T whl 
one or other is achieved nor is their relationship and mutual influence 
explicated. f sex- 
Mischel (1966) on the other hand regards the development o ei 
typed behaviours to be the results of social learning. T 
behaviours are defined as those that ‘typically elicit different a i 
for one sex than for the other (p. 56). Sex-typing, according to Misc ge 
is the process whereby the individual acquires sex-typed — 
by discriminating them initially, by generalizing from them, eun ied 
performing and practising them. Mischel also notes that it Was pom i 
out by Bandura and Walters (1963) that what is termed "imitation in 
experimental and social psychology is termed ‘identification S 
personality and psychodynamic theories, both these constructs pen 
forms of observational learning. Mischel's view is simply that SES, 
behaviours are determined, not by their gender roles but by the 
social-learning histories. ole 
Such learning of course is considerably facilitated by the sex-T 
stereotypes which prevail in the society. 
tionsabout the dispositions and typical be 
by members of a category’ ( 
argue, broad categories, cla: 
or ‘chunking’ the delu 


‘Stereotypes involve m nl 
haviours supposedly ian bn 
Mischel, 1970, p. 6). As Mischel goes weed 
sses and stereotypes are ways of organi?! Mo 
ge of information we are called upon to dein 
Thisisan efficient and economical way of enabling the limited Sa 
of our memories to deal with the variety of input presented to ae 
their very nature, therefore, stereotypes are generalized and pases i 
plified; they refer to central tendencies and disregard the over ex 
Mischel argues that theories which hypothesize the existence of Ps Ø 
broadly and generally formulated attribute-stereotypes are difficu Ke 
disconfirm. While accepting these limitations of stereotypes, it wn 
pointed out that the central premise of social-learning theory, W sies 
assigns, post hoc, the acquisition of sex-typical behaviours to proce 
such as modelling and imitation, is difficult to disconfirm. ere 
The importance of distinguishing between the acquisition of s 
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typed behaviours and the performance of these is also emphasized by 
Mischel (1970). Many more sex-typed behaviours are acquired than 
are necessarily performed: while reinforcement may be essential for 
selection of responses in performance, the acquisition of such responses 
appears only to be facilitated by it. But whether reinforcement, in the 
conventional sense, is crucial even for performance is open to doubt: in 
looking at the sex-typing in the play interests of four-year-olds, Fling 
and Manosevitz (1972) found little correlation between measures of 
Parental influence and their children's sex-typing scores. Moreover, 
according to social-learning theory, individuals become less dependent 
on external sources of reinforcement while relying more on self- 
Monitoring and self-evaluation in relation to sex-role standards, 
applauding or reproving their own behaviour accordingly. Although 
the increasing self-regulation of behaviour is indisputable, it seems 
unlikely that sex-typical behaviours are quite so self-consciously 
performed. 

` In many ways the social-learning theorists’ use of the construct of 
identification makes it little different from the processes of imitation, 
modelling or observation learning, and although reinforcement itself 


nevertheless play a part, particularly in 
egard the 


cialization 
principles 
ocesses of 


'S given less emphasis, it does . 
ross-sex influence. Although social-learning theories r 
acquisition of sex-typed behaviours as a significant part of so 
and Personality development, they do not see that different 
nt learning or influence are necessary to account for other pr 
Socialization (Mischel, 1970). It could be argued, however, that the 
Acquisition of sex-typed behaviours concerns special processes, insofar 
as there is an unambiguous dichotomy in the models and the behaviours 
that are attributed to sex stereotypes. Models are men or women, 
observers are boys or girls, behaviour is masculine or feminine, male or 
female, influences are from same-sex models or cross-sex models. Thus, 
't is not unreasonable to suppose that behaviours, attitudes and interests 
Res Pertain to the sex of the individual are rather differently acquired 


ti 
© those that concern, say, the development of morals. 


Cognitive-developmental theory 

* Cognitive theory of sex-role different y d 
the child’s recognition of the biological or physical Boe 
Characterize his/her sex (Kohlberg, 1966). The child organizes M 
Perceptions, its learning and its expectations around this physical 


Conception of himself as a boy or herself as a girl: 


iation gives a central role to 
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... patterning of sex-role attitudes is essentially cognitive in that it 
is rooted in the child's concepts of physical things — the bodies of 
himself and of others — concepts which he relates in turn to a social 
order that makes functional use of sex categories in quite culturally 
universal ways. 


(Kohlberg, 1966, p. 82) 


The emphasis is on the child's active organization and structuring of his 
experiences around his sexual self-categorization. This cognitive process 
changes with age as do other cognitive processes. Cognitive theorists se 
this self-categorization or gender identity as the fundamental organizer 
of sex-role differentiation: it is relatively irreversible and immune to 
conventional reinforcements and influences. The essential process !5 
well summed up by Kohlberg: ‘I am a boy, therefore I want to do ge 
things, therefore the opportunity to do boy things (and to gain approva 

for doing them) is rewarding (p. 89). 

In tracing the genesis of this gender identity, Kohlberg demonstrates 
that the primitive gender constructs of the young child are very 
different from the complex ones of the adult. Nevertheless, the rant 
for these constructs, at whatever developmental stage, is the e? 
categorization of male or female, a categorization which can 
accurately made by the age of three years. P 

In reviewing theories of the development of sex-role identity» 
Emmerich (1973) makes a valuable distinction between competence ^. 
gender identification and performance of sex-role behaviours. Extend" 
ing the model proposed by Flavell and Wohlwill (1969) (in which — 
authors distinguish between the structures, schema or mental operation? 
embodied in the task, and the actual mechanisms required i 
processing the input and output) Emmerich uses this distinction S 
demonstrate the presence or absence of gender constancy as reflected i 
the experiments (employing Piagetian paradigms) which were used by 
Kohlberg in 1966; de Vries in 1969; and Shipman et al. in 197 : 
Emmerich concludes that 31 to 5-year-old children have little gen 
constancy. Since these experiments are often quoted it may he 
instructive to consider what was required of children in this test. T 
children were presented with a picture ofa child of one sex or the € 
appropriately labelled; the examiner then made successive ez 
either visually or verbally — changes which were characteristic of t of 
opposite sex. If the child maintained the original sex identification of 
the stimulus, despite the transformations, he revealed constancy 
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gender identity — if he changed his judgement early, he was assumed to 
lack such constancy. Although systematic age-changes have been 
demonstrated — accompanying other developmental cognitive changes 
~ it might be argued that this conclusion was fallacious: that the child 
who changed his judgements early had a stronger (if more rigid) gender 
identity, thereby making him less tolerant of the transformations. The 
fact that a categorical label was affixed to the stimulus at the outset 
seems irrelevant since some of the transformations would contravene 
the ‘rules’ of that appellation. Moreover, the parallel with the 
Conservation experiments is spurious since in these experiments tangible 
materials are presented to the child, whilst in the gender experiments 
it is pictorial representations that are produced. It seems that tolerance 
of ambiguity might reveal more about the personality traits of the 
individual than of the stability of gender identity. 


Psycho-sexual differentiation . 
Contrasting with the psychological theories discussed hitherto is one 
Which focuses primarily on the clinical anomalies described in the 
Previous section. 
The original formulations of psychosexual neutrality at birth put 
forward by Money et al. (1955; b; 1957) regarded the differentiation 
of Sender identity and sex-role to be the result of a process akin to 
Imprinting ; during the first two or three years of its life, the child 
acknowledges, presumably, its sex of assignment and, through a process 
ot identification and attachment to the like-sex parent, acquires sex- 
typical behaviours, attitudes and interests in accordance with his/her 
Sender identity. Such a formulation would suggest that such processes 
would be considerably weaker in the sons of absent fathers, who would 
therefore differentiate a weaker gender identity and sex-role than their 
male siblings. And indeed there is evidence that boys who have a 
wrong identification with their mothers show less strongly masculine 
ehaviours (Biller, 1971), as well as experiencing considerable gender 


Confusion (Stoller, 1968; Green, 1969). 
Ben ore recently, however, Money has conce 
Post er identity is not exclusively a que 
as natal environmental influences: ‘It 1 prema dus 
Droe of gender-identity to the post-natal period o! € 

€rentiation’ (Money and Ehrhardt, 1972: P- 18) ` E? 

Cvertheless, the empiricist emphasis is very evident in Ge 
Ormulations of these authors. They see the process of gender 


ded that differentiation of 
of sex-of-assignment and 
ture to attribute all 
nder-identity 
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differentiation as analogous to that of bilingual differentiation in a 
child who possesses two native languages. Just as the child in a bilingual 
environment is exposed to different vocabularies, different syntaxes, 
idioms etc., so children are also exposed to two sets of behaviour — male 
and female: one set is imitated or identified with, and the other is 
reciprocated in a complementary manner. The two gender schemas are 
respectively coded as positive and negative — the former ‘cleared’ for 
daily use, the latter a ‘template of what not to do and say, and also of 
what to expect from members of the other sex’ (p. 165). 

This somewhat contrived analogy is misleading in many respects. 
First, the bilingual child does not usually ascribe positive and negative 
valencies to the two languages. Second, both languages are learned in 
essentially the same manner whereas ‘positive’ and ‘negative’ gender 
behaviours must necessarily be learned in contrasting ways — if 
identification and imitation of same-sex behaviours results in the 
acquisition of the positive set, what process enables learning of the 
proscribed set? Third, whereas languages to a large extent are distinct 
in their structure, their constituents, and their organization, there ate 
no such distinctions in gender behaviours since there are no gender- 
exclusive behaviours (except for those to do with reproduction); 
differences in sex-typical patterns of behaviour result almost entirely 
from the frequency with which a particular behaviour is performed. 
For example, boys can cry and girls can hit, but they learn that each 
behaviour is more or less sanctioned for their sex. Finally, this analogy 
does not explain how children come to discriminate and imitate the 
behaviour of same-sex adults and repudiate that of opposite-sex adults. 
, In support of their case, that sex-assignment by the age of two years 
is the critical factor in the development of stable gender identity» 
Money and Ehrhardt describe the case-histories of three matched pairs 
of hermaphrodites. The members of each pair had the same diagnos 
but were discordant for gender identity. These cases are indec 
persuasive of the obligatory force of sex assignment upon a 
identification. But Stoller (1967) provides as many cases of individu? 
who were dissatisfied wi his was 
concordant with their biological sex. Many of these cases, however: 


were hypogonadal males who wished to be reassigned to the female sex 
Stoller sees these imperative urges to adopt the gender of the opposite 
sex as illustrative of a ‘biological force’, Certainly, the decision to SÉ 
the opposite gender against social opposition and stigma does requi" 


a considerably strong motivation and one which might quite justifiab y 


th their gender, even though t 
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be termed a ‘force’. The salutary point about Stoller’s cases, is that they 
argue against psychosexual neutrality at birth just as strongly as 
Money’s cases argue for it. 

If Stoller’s cases reveal a biological force, cases of transsexuals 
demonstrate the significance of early experience in establishing gender 
identity. Many male transsexuals have a dominant female parent and 
a physically absent or emotionally indifferent father, and they tend to 
undergo ‘role transformation from an extremely ambivalent, confused 
gender role during childhood and primary school years, to one 
involving homosexuality in post adolescence to that of drag queen 
(experimental cross-dressing) to that of self-declared, permanently 
Cross-dressed transsexual’ (Levine et al., 1975, p. 175). 

Of these several theories only the cognitive-developmental takes 
cognizance of the individual's biological sex ; most emphasis is generally 
given to the social, experiential influences that operate during 
development, Yet the sex of the individual is an integral part of his or 
her self-construct; it also predisposes the individual to act in certain 
Ways rather than others, thereby eliciting certain responses from its 
Social environment rather than others. It is the constraints which the 
individual’s sex places upon its experience that deserve more 
Consideration than these theories allow. This aspect will be elaborated 


further in the final section. 


Boys and girls: nature and nurture 


As we have seen in an earlier section the active process of sexual 
differentiation is masculine. Inherent in this process hs three 
char acteristics which have pervasive effects upon the male’s develop: 
ment into adulthood. These characteristics are (1) vulnerability; (2) 
Phenotypic variety ; (3) retarded development. Thus, males, in rame 
are more susceptible to a variety of stressful and noxious id et 
‘end to be overrepresented in many categories of physical an ; 
Psychological illness or debility. In addition, the greater pee ia 
Phenotypic variety in males means that in many measurable at e 
Sai Will be represented at the extremes more frequently than ene "sd 

‘US, with respect to stature, there will be more male gis bas we 
More male dwarfs; with respect to intelligence, more ma e: vine 
well as more male defectives. This tendency to express a wider v = 
Scores? may be seen sometimes even in highly selected up are 
"970; Hutt, 1974). Third, because of the male’s matu 
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retardation, a number of sex differences appear in early development 
but may disappear later on. For example, girls reach their milestones 
ahead of boys - they sit, walk and talk earlier than boys and for a while 
may have greater proficiency in these skills, though the boys would 
have caught up by the age of five years. A theory which implicates the 
Y-chromosome in extracting more information from the genetic 
blueprint has been proposed by Ounsted and Taylor (1972). This 
theory, briefly, states that the Y-chromosome, though carrying no 
genetic information itself, nevertheless elicits more information from 
the genome; this increased genetic ‘readout’ (manifest as greater 
phenotypic variety) is made possible by the slower development of the 
male. If more genetic information is expressed in the male, it follows 
that more disadvantageous as well as more beneficial traits will be 
manifest — hence the predominance of males at the extremes of a 
distribution. 

Frombirth, malesare better equipped physiologically for a physically 
active life (see Hutt, 1972b). Boys have a higher basal metabolic rate 
a greater vital capacity, greater muscle development, a greater capacity 
for carrying oxygen in the blood (as haemoglobin levels increase) a” 
are more efficient at neutralizing the by-products of exercise and work. 
Many of these features are a result of the facilitatory action of the male 
hormone. 

It comes as little surprise then to find that the activity levels of boys 
at birth and during childhood are greater than in girls (Korner; 1969; 
Goggin, 1975). Neither is it surprising that pre-school boys engas® m 
physical activities more often than girls (Clark et al., 1969; Brindley €t 
al., 1973) and that the preferred leisure activity of young boys İS some 
sort of physical pursuit (Hutt, 1974; 1978a). The fact that even indoors, 
boys engage in physical leisure activity suggests that, eve? = 
unfavourable conditions, parents permit such activity in boys (Hutt 
19782). Thus, the greater tolerance of adults towards boys’ Physic? 
and athletic activities, towards their restlessness, towards relate 
characteristics like untidiness and messiness even, may reflect 2” 


i x z A ce 
acknowledgement of inherent biological characteristics. This sequen ` 
of interaction serves as a L 


dependency of nature and nu 
Similarly, parents of first- 
featured and smaller than 


particularly apposite example of 
rture. 

: " fine- 
born infants rated girls as softer, pup 
boys. Fathers in particular described t et 
sons as firmer, stronger and more alert than did the mothers (Rubin 


t 
al., 1974). In these perceptions are reflected both generalizations abor 
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actual differences as well as parental expectations, stemming perhaps 
from sex stereotypes. The Rubin et al. study also revealed that mothers 
rated sons cuddlier than daughters and fathers rated daughters cuddlier 
than sons. It may be for this reason of course that for the first few 
months of life boys receive more proximal behaviour (i.e. touching, 
holding, rocking, kissing) from their mothers than do girls (Lewis, 
1972). Moss (1967) too showed that in the first few weeks of life boys 
tended to be picked up more and cuddled, but that this in part was due 
to the fact that they tended to be more irritable. By six months of age, 
however, girls receive more proximal behaviour than boys and 
thereafter girls have more physical, vocal and visual contact with their 
mothers (Goldberg and Lewis, 1969; Messer and Lewis, 1972). In an 
exploratory or stressful situation girls show more dependency upon the 
Mother and in turn mothers are more protective toward their daughters 
and show less haste in encouraging independence or autonomy in them 
than they do in their sons (Baumrind and Black, 1967; Hoffman, 
1972). Thus we see that in the socializing process, components of nature 
and nurture are inextricably intertwined. 
Similar admixtures may be seen in other developmental processes. 
For instance, females are superior in verbal skills; this may be because 
Mothers more often talk to and imitate the babbles of their infant 
daughters than those of their sons (Moss, 1967). This maternal 
haviour, however, may be due to the fact that female infants, having 
lower auditory thresholds and better auditory discrimination (see 
cGuinness, 1975a) are more responsive to their mother's speech. 
Oreover, this auditory sensitivity may play a significant part in 
developing the linguistic modality since even at à few months of age 
Vocalizations are a good measure of attention in girls (Kagan, 1969) 
and are good predictors of subsequent intellectual development. 
Finally, girls not only have a higher Speech Quotient at ge! 
Months but this quotient is also a good predictor of the course o 
anguage development: "linguistic development runs à s si ra 
is an earlier age in female infancy” (Moore, 1967). T * am en? 
n linguistic skills in turn is undoubtedly aided by the earlier a Poil 
Complete lateralization of such functions in the left hemispheres o! gir. 


(see Hu 
tt, 1978b). . , 
Dr nether example from social behaviour may be d ipei EN inn 
E~ * in ‘packs O. d 
School age, boys tend to play in groups În PIT Hutt, 1972)- 


aereas girls form dyads or trios (Brindley ^ at ughout life, culmi- 
c Proclivities, moreover, remain consistent throug A 


] 
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nating in the rituals of the Freemasons, Rotarians and Rugger Clubs on 
the one hand, or the more selective and intimate coffee tête-à-têtes on 
the other. Both male-bonding and solitariness have their evolutionary 
origins in forms of hunting (see Tiger, 1969; Jonas and Jonas, 1975). It 
is perhaps as a result of these propensities then that we find that boys 
are more susceptible than girls to pressure from their peers (Hollander 
and Marcia, 1970). 

A recent study of sex differences in parent-infant interaction 
(Weinraub and Frankel, 1978) showed that by eighteen months of age 
the impact of the same-sex parent was greater on infants than that of 
the opposite-sex parent. Parents talked to, sat on the floor with, and 
tended to play with the same-sexed rather than opposite-sexed infants; 
infants also were more distressed in the absence of same-sexed parents. 
The origins of this same-sex affinity are yet to be determined, but from 
eighteen months on it will affect many socializing and affective 
processes. Whereas such dependency is subsequently discouraged in 
boys, it is permitted in girls (Kagan and Moss, 1962; Sears et al., 1965)- 
These adult attitudes may be influenced by the fact that caretaking in 
childhood is mainly done by the mother who feels more affinity with 
her daughter, and these attitudes in turn may enhance the affiliative 
needs (for praise, for support) and dependency in girls while 
encouraging autonomy in boys. Consequently, in stressful situations 
girls, more often than boys, withdraw or seek help from others 
(Crandall and Rabson, 1960), lack confidence and underestimate their 
abilities (Crandall et al., 1962; Hamm and Hoving, 1969). With their 
greater confidence, independence and physical activity boys explore 
their environment, thereby increasing their confidence (Hoffman, 
1972) while girls tend to be more frequently inhibited and fearful in an 
äng Situation (Hutt, 1970; Hutt and Bhavnani, 1972). It seems 
"ei bci tuens that girls tend to avoid difficult situations 

D ered challenging? by boys (Moriarty, 1961). f 

etween boys and girls are a fact of nature. Some © 


these, li i 
give deeem. x e and conceptual capabilities are innate and 
1n bias to the further dev itive 
e -cognl 
structures (see McGuin been af pereepimaleng 


ness, x kes 
of these differences sho 5s, 1975a and b; 1976). What nurture m 


uld be our co i i ee 
: ncern, since, in many cases, 2 
have seen, it serves to enhance them i ! ' 


Later sources of socialization 


During childhood, adults are influential socializing agents and parents 
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and te; 
d er? often perpetuate traditional stereotypes in their 
icielined moms: and boys (Holter, 1970; Joffe, 1971). Boys are 
Sedet ore often than girls (Becker, 1964), though Holter’s 
hek rss SE E Scandinavian mothers may be less permissive in 
Said es of girls. In later childhood, however, the influence of 
for Geer ee KS — increasingly important. Peers, 
: > orta; i i 
behaviours (ago de e we: e by reinforcing same-sex 
ieu ae of other forces however are more difficult to discern. For 
caes ge y are constrained to adopt appropriate sex-role behaviours 
gët ore strongly than girls (Hartley, 1960); knowledge of 
Raton däer also develops earlier (Best et al., 1978), and boys show 
Daten n erence than girls do for same-sex objects and clothes 
rigidly a > 1974). The female sex-role, on the other hand, is less 
thin p escribed : girls may be tomboyish, wear trousers and do boyish 
an (Tavris and Offir, 1977)- á 
The wc ees socializing agents ar 
tien itn e expectations purveyed by t 
active pur highly valued than girls and women, that boys are 
liem; achieving while girls are passive and emotional. As 
par et al. (1972) point out ‘Children’s books reflect cultural 
accept rin an important instrument for persuading children. to 
a a values. They also contain role prescriptions which 
(p. 1126) the child to conform to acceptable standards of behaviour" 


At a ti 

a H d 

habi when legislation has had t 
ination against women, the sex-ro 


Merit 

so E WOD 
Upon gees € consideration, since these must 
i itudes. The sex stereotypes are often so exaggerated as to be 


1s . 
Stir F or instance, Friedan (1963) found an idealization of the 
large-ciy, 9 ast yonng and frivolous; fluffy and feminine, passive' in 
such a EM American magazines, and the most desirable goal for 
investigations | was the pursuit of a man. Holter (197°) describes 
ons by Liljestrom in Sweden and Skjonsberg 1n Norway of 


00k: 
s for adolescents: 


e represented by the media. 
he media are that boys and 


o be introduced to prevent 
le portrayals in the media 
exert a formative influence 


e and emotionally 


initiating and ready to explore 
rls are passive - - - devoted to 
. Besides being passive, 


Bo 
ys " JE 
are presented as more aggressive objectiv! 


neut i 
the al than girls... boys are active, 
the ien outside the family, whereas gi 

amily and inclined to stay at home "` 


188 Issues in childhood social development 


helpful and interested in people (the girl) can also be a competent 
and independent heroine — when no boys are present. 


(pp. 205-6) 
An American survey in 1972 by Women on Words and Images (described 
by Tavris and Offir, 1977) looked at 2,750 stories from 134 children s 
books from different publishers and found that the traits Americans 


value were mostly portrayed by men and boys: ingenuity, courage, 
perseverance, achievement, sportsmanship. 


Boys make things. They rely on their wits to solve problems. They 
are curious, clever and adventurous. They achieve; they make 
money. Girls and women are incompetent and fearful. They ask 
other people to solve their problems for them . . . In story after story, 
girls are the onlookers, the cheerleaders . -.even accepting humili- 
ation and ridicule. In 67 stories, one sex demeans the other — and 65 
of these involve hostility of males against females. 


(Tavris and Offir, p. 177) 


The results of the survey by Weitzman et al. (1972) are even more 
germane, since these authors looked at sex-role portrayals in the very 


best of American children's literature — winners of the Caldicott Medal. 
They report: 


It would be impossible to discuss the image of females in children's 
books without first noting that, in fact, women are simply invisible. 
We found that females were underrepresented in the titles, central 
roles, pictures, and stories of every sample of books we examined. 
Most children's books are about boys, men and male animals, and 
most deal exclusively with male adventures. Most pictures show me? 
-singly or in groups. Even when women can be found in books, they 


often play insignificant roles, remaining both inconspicuous an 
nameless, 


In the sample of winners over the previous five years there were 261 
pictures of males compared with 23 of females; the ratio of titles 
featuring males to females was 8:3; only 2 of the 18 books were stories 
about girls and in nearly one-third of books there were no women at all. 
Boys were portrayed as active and adventuresome, girls as passive ap 
immobile, most often found indoors, often performing service activities. 
The roles of the girls were defined primarily in relation to boys a” 
men, a feature Virginia Woolf (1929) lamented in the portrayal e 
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women in adult li 
Weieen Een hs adult role models provided by these 
out to work: yped: women worked in the home, men we 
exci ; no woman had an occupation and men alwa e e 
prestigio x ys filled the 
This hicht gious roles; where men led, women followed. 
deditione e dim picture is repeated in the medium of 
spent torë gier? the typical American teenager is likely to have 
1979)\theprospe -—- TV than being at school (Tavris and Offir, 
and Serbin the ct * attitude formation isan alarming one. Sternglanz 
ege wee ooked at the programmes with high popularity 
gh discarded sem season but found that half these programmes had 
Programmes sel ecause they did not portray females. Even with the 
much in a ge ected for the presence of a female, females were very 
considerably dne! thus, modelling opportunities for girls were 
and helpful, fem bees Males were portrayed as aggressive, constructive 
sardonicall es » ales as deferential and passive. As the authors comment 
be a omn sd pend jer rs taught that almost the only way to 
i a 3 
magic’ ld. n being if you are female is through the use of 
in 
distinct Ua gin portrayed on TV are so highly stereotyped and 
amount of se two sexes, Frueh and McGhee (1975) supposed that the 
strength xam ie children spent watching TV would be related to their 
In both boys x-role development, and indeed found this to be the case 
either mea and girls. There are two interpretations of this finding: 
and hence i are modelling themselves on these fictional characters 
into their Mée gie" more sex-typed attributes and behaviours 
Individual ias standards, or that the more strongly sex-typed 
s find similarly biased programmes rewarding to watch. Both 


a 
"nd d plausible. " 
nited Bee. o irony that sex- 
uite legitim Rm WE gave ug 
though EE feminists complain 
media must necessarily reflect rather than create the 


Value. 

Sa ` a o 

of th, nd attitudes of the society at which they are aimed, the results 
as to the nature of the sex- 


airs surveys cause some concern as to the ra 
Concilia: mag to children. Whether the position in Britain is any more 
Public Bici is difficult to assess without similar surveys, but at least 
used Ladyh ws has successfully persuaded the begetters of the widely- 
ohn pur, ird books to revise the ultra-conventional image of. Janet and 
too ca amg Mummy- and Daddy-type activities. British television 
n claim to have as its hardy perennials programmes like 


roles should be so caricatured in the 
birth to the feminist movement. 
that ‘it’s a man’s world’. 
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‘Crossroads’, ‘Coronation Street’, or ‘General Hospital’, which have 
women as their central characters. It may be argued, however, that 
these are programmes designed for the adult rather than the child 
market. If producers and publishers do reflect public opinion, it seems 


that children will be exposed to an unrealistic and unflattering image 
of women for some time to come. 


Sex-roles or sex stereotypes? 


Sex-roles constitute the sum of those interests, attitudes, behaviours and 
expectations which an individual, as a result of being man or woman, 
boy or girl, holds, enacts and fulfils. 

Stereotypes are economical and convenient ways of categorizing and 
generalizing our knowledge. Stereotypes, therefore, embody our 
notions of what is typical, of what is characteristic of most of the 
members of any category. When categories are dichotomous, such as 
male and female, the stereotypes tend to be extreme, since traits are 
more readily regarded as sex-typical or not. What stereotypes ignore 15 
the degree of overlap there is between the categories, but such an 
omission is inevitable in exclusive categorical generalizations. More- 
over, the categories of male and female are more definitive than any 
other form of categorization of behaviour, traits or attitudes, since they 
are based on generally unambiguous physical characteristics. . 

Arising from these stereotypes are sex-role standards or expectations 
about the way members of each sex should behave. It is customary and 
fashionable to deplore these sex stereotypes and the consequent sex-role 
standards as a procrustean imposition of ‘Society’, thereby ascribing t° 
an abstract social construct the properties of operators and manipula- 
tors. Society, however, consists of people, of agents, of institutions, of 
organizations, and the pressures that emanate from these sources an, 
the manner in which they operate are by no means similar. Nothing }§ 
to be gained, in understanding or in argument, by the ascription 9 
influences to an ephemeral and mythical agency. What is required is 4 
close examination of how individuals — 
the media, etc. convey their expectations and exert their influences: 
Furthermore, it is imperative to enquire as to the source of these 
expectations: why does ‘society’ expect males to be aggressive an 


females to be affiliative, males to be achieving and competitive a? 
females to be dependent? 


Such examinations, 


:neritutions 
parents, teachers — institution 


f 
however, often reveal that the bases for some © 
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these expectations lie in differences in aptitudes or behaviour between 
the sexes. For example, Stein and Smithells (1969) looked at sex-role 
standards about achievement in certain academic areas. Their subjects 
Were 7-year-olds, 11-year-olds and 16- to 19-year-olds. Altogether, 
social, artistic and reading skills were considered most feminine (and 
least masculine) whereasathletic, spatialand mechanical and arithmetic 
skills were considered most masculine. It may be seen that, in general, 
the subject-areas which are rated feminine are the areas in which girls 
perform better and vice versa (see Hutt, 1972a; Buffery and Gray, 
1972). Thus expectations, preferences and choices are to a large extent 
determined by differences in aptitude which in turn appear to have 
some biological basis. 
Or consider again Haavio-Mannila’s (1967) survey of sex-role 
expectations and performance in Finland which showed that women 
Were expected to participate less in social activities outside the home 
than were men. In terms of their actual behaviour this difference was 
borne out, despite the fact that two-thirds of Finnish women work 
Outside the home. Furthermore, women were more satisfied with their 
Occupational positions, even though few of them occupied influential or 
Prestigious ones — than with the division of household tasks. This 
*xample from a society which professes to hold egalitarian views of sex- 
“ed again illustrates that the stereotypes and expectations have some 
n behave in a particular way because they have bt 
to do so but this circular argument is both facile and sterile, and leaves 
unanswered the question of why socialization pressures are the way 
EN are, 
a Sex-roles and sex stereotypes have their orig! struate. 
E Our associated with reproductive roles. Only women vasis led 
E State and lactate. In primitive societies these three functions a one | ; 
the differentiation of other associated activities as sex m 
Chaviours, Broadly speaking women were concerned with those 
activities to do with the rearing of children and this function epe 
at a focusing of attention on domestic functions, werd i $ we 
Dër entailed physically exacting egen os og were 
radii ipia distance to me men e en and therefore 
ally concerned with the procuremen 


Predom; d which eventually 
i min; : ide the house, an 3 
Antiy with Har mone ocesses associated with the 
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a Š e decisi «dy? lysis (1975) of 
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the roles of men and women in the distribution of these resources still 
leaves the 'administrative' balance in favour of the males. . " 

A number of aptitudes and characteristics were also associated wi : 
these traditional sex-roles and were clearly selected for in the vinee » 
evolution (Buffery and Gray, 1972; Hutt, 1972a, b and 9. Manyo a 
characteristics have a neural or hormonal basis, suggesting that in the 
struggle for survival they did confer a selective advantage (see dee 
19782). Such characteristics form the bases of sex differences like 
spatial superiority of males and linguistic superiority of females. Many 
of these characteristic differences also constitute the bases of seriem 
The aggression, competitiveness and assertiveness of the male and t i 
nurturant, affiliative propensities of the female have some hormona 
basis (Hutt, 1972a). 

steal a ) the outcomes in those societies which have meng 
an ideological commitment to the abolition of the sexual aware 
of labour is particularly instructive, since in every case the — 
between the ideology and the practice is considerable. The exploitati x 
of women in the Soviet Union is explicitly proscribed but pm 
exhortations have an ironic ring in the context of a system ts 
determines that one job for the man means two for the wife. 
statistics provided by Tikhomirov et al. (1971) present a gloomy 
picture indeed of the working mother’s life and leisure. Scott (1974) 
finds that the picture is far from rosy for Russian women: they E 
under-represented in the decision-making machinery and pets 
sented in the more menial jobs. In the People's Republic of Chi 
similar distinctions prevail (Tavris and Offir, 1977) 


Some occupations are still re 
teachers in primary school, 


1 st all 
garded as ‘women’s work’: almo: 


ight 
nurses, daycare attendants, and T 
attendants are women. All visitors observe that fathers 


grandfathers have a warm and tender relationship with their aite 
relatives and Spend much time with them, but there have been 
efforts to get men to work professionally with children. 

Ip. 280) 
In Scandinavia, 


e E been 
Where protagonists of egalitarianism have 
vociferous, no less t 


han in many other countries, and irrespective is 
national policy or ideology, the traditional division of labour 
maintained (Haavio-Mannila, 1975; Safilios-Rothschild, 1971). sei 
It is perhaps in the Kibbutz that the strongest endeavours have Te 
made to eliminate sex-roles and to achieve complete equality 9 


Ses e T 
x-role differentiation in social development 193 


sexes. After the initi i H " 
been agradi eener in fervour, however, there has 
in the production industries and e e ed Ni herenen ork 
and Shepher, 1975). Thi women in the service industries (Tiger 
generation which : 3 i tendency is even more marked in the 
ncc tans ad received its socialization in the Kibbutz and 
FREE of sef — to no pressures which emanated from the 
Preference for the = UR Wornen eventually showed a clear 
and Serine ea cna eie female roles, in particular for childcare, 
men. Their ake exta ing these roles despite the objections of the 
genge pa ion in the Assembly and administrative machin- 
Bidera woe a ecreased (Gerson, 1971). 

are biological ba s Gef provides some support for the view that there 
close "Miei or sex-roles — for the predilections women have for 
and care of the : relationships, for communication, for the education 
impersonal mete ar as well as for the assertive, competitive, largely 
Misconstrued as of men. Such an inductive statement is often 
Archer, 1976) a and thus taken to imply determinism (see 
causes and Zeg an interpretation, however, mistakes the nature of 
o rational ic on s restrictions on the manner of! explanation. 
Would imply a b ist could be a determinist, of whatever sort, since this 
adopted RÀ à elief in an immutable sequence of events. The position 
Predisposin d one that allows for the influence of biological factors in 
Others. SE n individual to think and act in certain ways rather than 
Statements geg ens about ‘causes’ therefore become translated into 
exposure j out probabilities and, in this particular case, hormonal 
n early life is considered to set a certain bias in the individual's 


Tes; 
Whee to his environment. 
epreciatesth. be deplored, however, 
80 that wom € attributes and work of women ( 
randall, ; en underestimate their ability ( 
*ma]es t 968). Men as well as women hav ; 
Women a an males (McKee and Sherriffs, 1959) while even able 
Skil] in ge fearful of success (Horner, 1972); and what is attributed to 
men is attributed to luck in women (Deaux and Emswiller, 


1974). S 
uch a value-system leads inexorably to a discriminating end. 


is the value-system which | 
Broverman et al., 1972) 
Crandall et al., 1962; 
c lower estimations of 


An 
epi ONT: m 
Eenetic view of sex-role differentiation 


Be 
X is 
the ee 
asis of bi Coe to an individual of maleness or fe 
ological features such as gonads and hormones 


maleness on the 
and commonly 
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ascertained by the external genitalia. Gender, on the other hand, e 
individual's psychological identification with one sex or the arg m 
individual's sex is an integral part of his or her personal identity fro 3 
the earliest moments of awareness. A child is named, dressed, — 
and spoken of as a girl or a boy. The use of the inappropriate Cher? 
in reference to itself is speedily and consistently corrected by adults. : 
fact, the concept of self is gender-differentiated. Thus, the first i. 
its identity that the child is aware of is its gender and thereby his/ 
similarity to the parent of the same sex as well as to peers of the on 
sex. So far, the process of gender identification is seen as essentia y 
similar to that described by Kohlberg. Once gender identity E 
established, many processes may contribute to further sex-ro 
development. . 

As Sixtus (1975) argues, there are three processes in ur. 
development: (i) learning to recognize there are two sexes, (ii) le T 
of the self under one category or other, and (iii) the use of a eg 
guide sex-role preferences. "Thompson found that two-year-old chi geg 
used simple, physical cues, e.g. cranial hair, and clothes, to € d 
the sexes; by the age of thirty months many children were awar Ss 
their own sex and those of others and were showing a preference - 
same-sex pictures; by the age of thirty-six months they were us! 
gender labels to direct their preferences. — 

The predisposition of young children to imitate the M! 
same-sex peers and to show preferences for the attributes and activi ed 
of their own sex appears to be particularly strong. This tendency Fee 
not necessarily be seen in terms of à cognitive assimilation an ion 
structuring of experience; it is more the result ofan aisi beim 
drive to identify with the attributes and preferences of the same we 
thereby enabling the child to articulate more clearly an important P 


: -olds 
of its personal identity, vis-à-vis the opposite sex. Thus six-year-o 
choose toys which they ar 


1971) and seven-year. 
better ina game when 
1974). By the age 
preference for same. 

Thus, 


transvestism), or about the s 


:nfant is 
out "The fact that the parents are clear in their belief that the infa 
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e 
o eer e 
child’s sex, then definitive Sieg e i : o e Gen ees s 
series (1974) of s ge dentification fo ows, as in Lev-Ran's 
deae ex anomalies, which demonstrates the potency of the 
iem ie cm for the establishment of personal identity, even in 
n Kass o ermaphroditism. Any repeal of gender is tantamount 
dës ion of personal identity — for John to become Jane is not 
geet — of change of gender but a change of person involving 
Pire ondas i of social role. Thus, only the most recalcitrant 
Levis : of gender identity provoke a sex reassignment (Morris, 1974; 
al., 1975). 

M ndn (1977) argues, the infant manifests a concept of self during 
enables e months of the first year. This concept, however primitive, 
ethen psc to dichotomize social objects into those "like me' and 
categor we Subsequently to differentiate more finely amongst the 
amiliacins like me’. Lewis regards three attributes of the self ~ age, 
ut bei y and gender — as not simply being acquired very early in life 
along edem only ones necessary for the construction ofa social matrix 
earliest ich any social object can be located. Thus, gender is one of the 
i ari of itself of which the child is aware. 
Perfor er identity precedes the differentiation of sex-roles — de 
pre y of sex-typical behaviours, and the adoption of irap 
with, Nees (see also Biller, 1971). Sex-roles, moreover, are — 

is im Characteristic masculine or feminine ‘flavour’ - a flavour whic 
Parted by the organizational influences of the gonadal hormones. 


n "n 
lumber of sex-role behaviours are also influenced by the natural 
nt of social and communi- 


a 
x of boys and girls. The developme nd 
1976) Preferences in girls has been neatly traced by Mc 
Makes g mentioned earlier, greater auditor y eva | 
i See: irls more responsive to many properties of soun ‘ ec? a 
bere and inflections of speech; hence their ear ifie d 
Dro ence on the linguistic mode which is further facilitated by n i 
Sramming which determines earlier and more complete cerebra 


lat 
*raliza,; : 
verba] ation of language functions (see Hutt, 1978b. for review). The 
ion. Proficiency of females continues to place emphasis on commu- 
xe, as well as to determine 


€ skills, and thence social expertise, 
en ent preferences. A similar argument could be made for Se 
i pe ratory and mechanical aptitudes of boys, their interest in | 
and “Sonal rather than the personal, their preference for the a 
Mathematical sciences — all being influenced by their visuo-spatia 


y sensitivity in infancy 
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abilities, an influence once again enhanced by cerebral asymmetry. 
Sensory thresholds and perceptual skills determine attentional styles 
(Silverman, 1970) and thence influence the further processing of 
information. Preferences and propensities therefore are dependent on 
aptitude, and for many boys and men, for many girls and women, these 
will be of the kind already described. 

Learning too may be easier for one sex than for the other, at least for 
certain materials. For example, performance on a memory task differed 
in girls and boys, depending on whether the material was presented 
auditorily or visually (May and Hutt, 1974). For reasons such as these; 
different educational procedures for certain types of learning have 
been advocated by Lynn (1972), Hutt (19722), Coltheart et al. (1975) 
and McGuinness (1976). In a study more relevant to socialization and 
sex-role development, Flerx et al. (1976) found that sex stereotypes 
were evident in children by the age of three years; in an attempt to get 
children to develop more egalitarian attitudes, they employed an 
intervention programme whereby male and female models were 
presented whose activities contradicted conventional stereotypes. 
Although this egalitarian treatment reduced some stereotyped beliefs, 
it was less effective with boys, who also had more stereoty ped beliefs to 
start with. Thus environmental influences do not operate on similar 
entities, nor in similar ways. 

The manner in which nature and nurture interact is one that 
concerns all developmental psychologists, yet models of development 
are rare. Two models which are particularly applicable to the 
development of sex differences have been discussed by Archer and 
Lloyd (1975). Taking issue with what they term an ‘additive’ model of 
Senotype-environment interaction, they put forward an alternative 
interactive’ model: this latter model however does little other than 
represent the term ‘interaction’ as a series of boxes and arrows — no 
parameters are specified, no processes are outlined, and it allows n° 
distinctive predictions to be made. i 
. Nevertheless, the implication of such a ‘model’ is that the interaction 
involves complex processes, unspecified though they be, which are 
Ken than facilitatory or inhibitory. But the distinction betwee? 
s . sed oe Pi a sine 1s more a semantic than a substantive one 7 

piger ew Is precisely that the basic processes of nature 
nurture interaction are those of facilitation and inhibition, ° 
accentuation or attenuation. Environmental influences in the first 
Instance can only modulate behaviour, activity, interests and prope?” 
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en that are already extant. This is conceded by Archer and Lloyd in 
their description of an 'interactive interaction’: 


... the initial tendency for boys to cry more than girls may interact 


with the mother’s response to the crying in a way which amplifies 


and extends the original sex difference . . - 
(p. 175) 


It is the essence of the argument outlined here that sex-role 


differentiation presupposes the establishment of gender identity ; gender 
identity itself is the result of social factors which are most often in 
accord with biological ones. Thereafter upon the bases of natural 
aptitudes, skills and proclivities, and motivated by the affective- 
conative desire to acquire a stable identity, sex-roles are developed 
through the processes of imitation, modelling, social learning and 


Cognitive reorganization. 
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7 The nature of social development: 
a conceptual discussion of cognition 


James Youniss 


The Purpose of this essay is to discuss and offer a conceptual solution for 
the dichotomy between ‘socialization’ and ‘cognitive’ approaches to the 
Study of social development. Other polarized disjunctives — genetic vs 
environmental determination of moral character; psychoanalytic vs 
“arning theory bases of personality — have with time been resolved. 
ere is no reason to believe that socialization and cognition will not 
also be found compatible some day. The present essay is an attempt to 
acilitate their resolution. First, differences and similarities between 
ds approaches are discussed and then a speculation is offered on how 
wo can be integrated. a 
With respect to differences, there can be no doubt that cognitive 
Cories were designed to modify the formula which made children S 
; Chaviour the direct result of socialization influences. Historically, the 
Idea that children’s actions are output and other persons’ actions were 
Mput ran into trouble when investigators could not find statistical 
“relations between the antecedent and the consequent. One response 
ie to insert cognition as a mediating factor. This was an attempt to 
Ircuit the input-output linkage through an intervening way station. 
At first this seems like a bold stroke. The impact of outer forces is 
; Ampeneg by the child's own cognition, thus passing some control of 
"SS development to the child himself. But on closer inspection, the 
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introduction of cognition raises some serious questions. If cognition : 
defined literally as a process of self-construction with its ow ; 
developmental course, then the risk is run that the pri 2 
social agents can have minimal impact on social development. ,0 
the other hand, cognition is only one of several factors which intervene 
in development, its introduction is but a timid step. That is, ced 
theory becomes just another version of the old input-output model wit 
its intervention merely adding complexity to the traditional formula. 
Our premise is that a different conceptualization is needed for the 
kind of cognition which services social development. An alternative 
approach is presented by way of a general framework. It is based onan 
interpretation of Piaget’s writings and is designed to clarify two 
conceptual issues: What is the nature of social knowledge? And, What 
is the process by which knowledge is socialized? The former question 
may be answered by Piaget’s treatment of knowledge as a relation. 
This suggests that interpersonal relations rather than the entities of ‘self 
and ‘other’ be made the basic unit of analysis. The second question may 
gain resolution when subject-subject interactions are made the 
intentional topic of social knowledge. This is to be distinguished from 


making knowledge a grasp of ‘other persons’ inner psychological 
workings’, 


Socialization and cognition 


The study of social development has always had two points of focus. On 
one side there is the child’s behaviour and on the second side there is the 


behaviour of other persons. The task of the social scientist is to explain 
the relation between them. In clas 


sides of behaviour are said to co 
This is effected through the effor! 
agents, who influence and shap 
feelings. Correspondence can be 
as imitation or reinforcement, or 
to create an internal state ( 
the child's output. 

In the 1960s cognitive theor 
and caused a switch in the 
looking for identity, 
others' and childre 
achievement of cor: 


sical socialization theory the two 
me to a one-to-one correspondence. 
t of other persons, called socializing 
€ the child's actions, thoughts and 
achieved through direct means, such 
indirectly, as when parents act so a5 
€.g. dependency) which in turn controls 


y entered the study of social development 
concept of correspondence. Instead of 
researchers sought behavioural similarity between 
n's behaviour. Similarity was made due to the 
responding thought. Children came to behave like 
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other persons because they came to understand and share the same 
underlying rationale for behaviour. Shared reasons were themselves a 
developmental achievement due to the child's own development of 
capacities, skillsand cognitive processes which permitted understanding 
of others. 

; Differences between socialization and cognitive approaches can be 
illustrated in several particular formulations. One concerns the 
distinction between imitation and modelling (cf. Bandura, 1969). 
According to socialization theory, the child can acquire behaviour 
Which first exists in another person by imitating the behaviour of the 
other person. The other's exhibition is sufficient for the child to pick 
up and incorporate the behaviour as his or her own. According to 
Cognitive theory, the transmission process may not be so simple. The 
other’s behaviour does not flow in pure form into the child because 
the child cognitively acts on it and transforms it in order to 
incorporate it. 

Starting with another's behaviour, 
Selectively. Second, the child notices some but not ot i 
the child codes or internally represents some features. Fourth, the child 
rearranges the features, for example, by integrating them with other 
features taken from previous modelling occasions. Fifth, when a 
Subsequent occasion for acting comes up, the child remembers in some 
Way what has happened in the past and generates a behaviour 
Appropriate to the present moment. In total, all of these cognitive 
activities are interposed between the other person's behaviour, which 
'S Input, and the child's own behavioural output. The result isa relation 
of similarity between behaviour expressed by socializing agents and 

haviour manifested by the child. Similarity is only in part dus taithe 


ane agent. It is equally due to the child’s cognitive activity 
Which ; S Gë 
ich intervenes in the transmission process. 


the child first attends to it 
her features. Third, 


Cognitive development 
e of correspondence, in contra 
o ide model of the child " a ios e 
ehaviour bs Ae eg child assigns interpretations to events 
and thus we iy wack GE child's understanding of events. There 
are two aspects of any objectively incoming behaviour. One is the 
“havioural event as it can be measured by an outside observer. Gg 
"cond is the event as the child knows it. The connection between them 


st to behavioural identity, is 
External events in the form 
bjective things to which 
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is attributed to processes by which the child converts external reality 
i tal reality. . " 
ee Within the gec" 2 approach there is a group of theories which 
addresses the conversion process from its developmental side. For po 
process the child might use to comprehend an event, there is a d 
developmental course which would explain whether and how the a 
employs it. For example, in Bandura’s (1969) account of mode m 
verbal representation of another's behaviour would be possible oniy 
whena child was able to use language asa descriptive and representative 
device. Roughly one would expect differences between very young and 
older children who were exposed to a model’s behaviour and told to 
remember it. They should encode it differently and therefore may act 
differently when asked later to exhibit the behaviour themselves. i 

Cognitive development can be seen in even more complex fashion 
when one turns to questions of how children understand psychological 
causes of behaviour. Several researchers have observed that young 
children tend to act “egocentrically’ when they are exposed to another’s 
behaviour. Egocentric children assume that the actor has the same 
ideas about his behaviour as they themselves have, almost excluding 
the possibility that the other person might have acted for different 
reasons. This kind of effect has been obtained in tasks of communication 
(Chandler, 1973; Flavell et al., 1968) and social reasoning (Feffer, 
1970; Selman and Byrne, 1974). Egocentrism has been treated 85:3. 
capacity factor. From a developmental perspective, it is a capacity 
restriction which describes younger children's tendency to convert 
external events to mental categories of their own making. 


As a developmental phenomenon egocentrism wanes in a natural 
course. According to some theorists, it 
acquisition of a cognitive skill called ro 
their egocentric forerunners, 


s decline is accompanied by 
le-taking. In distinction from 
older children tend to look on events from 
two perspectives. The first is their own and the second is that which 
another person might have. Instea 


on the other, these children recogn 
make an effort to probe the oth 
arrive at a kind of mutual unders 

In this and other examples of t 


d of imposing their own perspective 
ize the possibility of a difference and 
er’s perspective (Flavell, 1974) and 
tanding (Selman and Byrne, 1974): 

he cognitive developmental approach 
(e.g. Hoffman, 1970; Kohlberg, 1969; Livesley and Bromley, 1973; 
Scarlett et al., 1971; Shantz, 1976) emphasis is placed on cognition as 
an enabling device which mediates social development As capacities, 
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skills and processes develop children become able to know more and 
different things about other persons. With each step toward maturity, 
children are more able to free themselves from private interpretations 
and come closer to understanding social reality as other persons 
understand it. The advanced role-taker, for instance, should be able to 
achieve a kind of mutuality of understanding with another even to the 
point of viewing his or her own perspective as the other person might 
be construing it (Miller et al., 1970). Getting out of oneself and into 
another is an essential developmental advance in the general task of 
understanding persons. 

Thus, theories of socialization and cognition have children arrive at 
a similar point with respect to the social milieu but by different means. 
In the socialization approach children can interact with other persons 
because other persons have shaped or otherwise influenced their social 
behaviours. That is, older children’s actions reach correspondence with 
actions of others through the latter’s agency. In the cognitive approach, 
Correspondence results from children’s cognitive development. It 
enables them to reach a shared understanding with others which, in 


turn, allows interpersonal correspondence in action. 


The Problem 


The shift in approach from socialization to cognition has 
accomplished for a wide set of phenomena and cast in a variety of 
theoretical languages. For present purposes differences among cognitive 
theories are minimized in favour of inspection of commonalities. Itis in 
the latter that we intend to show a series of unresolved issues which will 
be addressed subsequently from a different perspective on cognition. 
here is a consensus among contemporary theorists that the relation 
tween behaviour in others and behaviour in children is best 
Understood when cognition is made the mediating factor. Even though 
each theorist addresses different aspects of cognition, one general 
Programme seems to describe most of them. The programme starts 
with another person’s behaviour. As the behaviour flows inward, the 
Childs cognitive initiative takes over and converts it into some mental 
Ste. This state then allows movement in two directions. With respect 
‘© the initial behaviour, the cognitive state is the basis for assigning it 
meaning or interpretation. Secondly, the state is the basis for the child’s 
Own behaviour. The initial and end conditions are behavioural and 


n has been 
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refer to both persons, child and other. They are linked through the 
mediational activity of the child's cognition. 

When it is asked how the other person affects the child, one has to 
look at the child's mediating activity. What the other does objectively 
may or may not square with the child's interpretation. The interpret- 
ation, in turn, depends on the child's cognitive developmental status. 
For example, a preverbal child may have difficulty converting. a 
parent’s verbal instruction into a behavioural output. À non-egocentric, 
role-taking child should be able to get behind another's verbal 
instruction to gauge subtleties like the other's motive for giving the 
instruction or for anticipating a reaction. In either case, cognition is the 
tool for assignment of an interpretation to the other's behaviour and 
the child's own behaviour is a result of this interpretation. 

This version of a mediation theory has conceptual advantages and 
disadvantages. As to the former, it has the potential to connect input 
and output which are not directly related in one-to-one fashion. Similar 
mediators are motivation, self-image, dependency, and the like — all of 
which have been used in the study of social development to link input 
from others with the child’s output when the two are not replicas of one 
another. For example, in the case of dependency the link is between 
contrasting behaviours. Parents act coercively and in controlling 
fashion on the child. The child, in distinction, acts dependently in order 


not to lose contact with the parent (cf. Weinraub et al., 1977, for 
further explanation). 


But if 
its devel 


refers to the general truct means for knowing things 
outside themselves, Treated this Way, cognitive development is semi- 


natural (normative) in character and proceeds on the basis of the 
child's own initiative. Actua] experiences with objects, persons and 
Sanizing the world. Changes in 


step-by-step natural sequence (cf. Hoffman, 
1970; Kohlberg, 1969; Livesley and Bromley, 1973; Selman and 
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Cognitive interpretation. Egocentrism blocks off or at least distorts the 
Socializing influence of others as long as it persists as a capacity 
restriction. It could last, for example, throughout the preschool period 
(e.g. Flavell et al., 1968; Livesley and Bromley, 1973). 

The same kind of limitation on socialization holds also for advanced 
levels of cognitive development. In Kohlberg’s (1969) theory, for 
example, subjects functioning at upper levels of moral development 
interpret behaviour of persons according to formal principles based on 
Propositions about ideal, right action. The potential risk is that subjects 
50 operating lose touch with the details of external reality. When they 
analyse events logically and convert them to principles, they remove 
themselves from time, place and cultural context (see Riegel, 1976; 
Simpson, 1974). The further risk is that logical interpretations pre- 
empt Phenomenological content also (Blasi and Hoeffel, 1974). In 
summary, this approach to cognition tends to sever the subject as 
thinker from the socializing influences of others and may even sever the 
Subject as thinker from the feeling, doubting, phenomenological self. 

The second approach to cognition as a mediating factor is more 
eclectic in nature. Cognition ranges in meaning from ‘mental age’ 

Hoffman, 1970) to performance on some Piagetian task (Shantz, 1976) 

to some actual skill like role-taking. Researchers then look to see 

whether cognitive performance correlates with a social performance. 

(Is Conservation correlated with understanding an actor's intention? 
oes Perspective-taking in a perceptual situation correlate with 

Communication skills?) 

TN In this approach, socialization is studied for its potential effects on 

Bhitive development. For example, styles of parental discipline are 
Categorizeg then looked at as having differential effects on the child's 
geg growth (e.g., Bradley and Caldwell, 1976). Or, amount and 
RE of peer experience are studied with respect tothe development of 
“taking skills (Chandler, 1973). In this kind of eclectic model, 
: Snition is located either as a mediator on its;own. Or as an output 

“table or both (see reviews of this approach in Hoffman, 1970; and 

antz, 1976, pp. 70-7). 

hift Problem with this approach may be ke d si 
in ization, measured in standard terms of what ot hers ildren, 
i si, antecedent for cognitive development. Buteagnttive deve opment 
i Multaneously an antecedent for determining how the child will 


in i as ^s 

is erret Input. That is, the child's present level of cognitive functioning 
3 es 

SR f socializing events. At present 


ed in its logic. 


asis for interpreting the meaning © 
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there is no empirical way to separate the other's effect from the child's 
contribution to other's effect. One and the same factor, cognition, 


serves as a mediator, a product, and an antecedent to the child's 
development. 


The associated problem 


the flow toward output. 
most theories have taken à 


sis of the judgement. Moral judgements, as in 
theory lead to the same point. The aim of the 
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epistemology : What is the general form of social knowledge? How is it 
acquired and how does it develop? 

The sources used for this interpretation include an early work by 
Piaget (1932), The Moral Judgment of the Child, and a group of more 
recent writings which present further clarification of Piaget’s position. 
The former work has an interesting history in that many theorists refer 
to it regarding notions of ‘egocentrism’, ‘intentionality’, ‘stages’, and 
the like. But rarely do theorists carry through to the underlying 
definitions of these notions. At least one other commentator has pointed 
to the different meanings that can be drawn when notions like intention 
are made phenomena in themselves, as opposed to focusing upon the 
knowledge process from which these notions are derived (Keasey, 
1977). It is appropriate, therefore, that the 1932 work be summarized 
gone addressing the two basic questions and presenting a framework 
9r integrating cognition with socialization. 


Summary of Piaget (1932) 

The following points have been extracted to represent Piaget's (1932) 
@PProach to social knowledge, its definition and its development. They 
Stop short of dealing with morality which the book goes on to address 
'" greater detail. 


(1) Children are born into a network of social relations in which 
€y hold several positions with respect to other persons and vice versa. 
© network effectively touches the child when he or she and others 
"Ein to interact with one another. The child’s cognitive task is to 
en Va à means for ordering these interactions. In ele know 
eris 1S regular in this ever-changing array, children look to their own 
ns as a means for constructing order (e.g. Pp- 395ff.). . 
(2) Once the child achieves the concept of the permanency of things 
ond Persons outside him or herself, other = e ie a 
action Tole in the construction of order. When children fo 
S they necessarily take account of the actions of other persons. 
things that other persons do or say stand toward the child’s actions 
Orm of feedback. When the child extracts regularity from actions, 


the 
"ocess includes the entire interaction which was composed by two 


inde 
Pendent actors (e. ff. 

.g. pp. 71 f£). , 

Order is derived from interactions when the child (as well as 


r Persons) constructs rule systems, or relations. In any relation, a 
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according to their relational agreement (e.g. p. 298). 


according to relational rule 
er themselves within existing 
heir offspring differently than 
than with mere classmates pesch differently um friends 

or newcomers to the neighbourhood. Piaget 
separate constructions through 
teral authority relations and 
ween equals. In the former, the 
to set forth interactive rules which 


a rule arbitrarily on the other. The 
g rules stems from the method by which they originate 


(5) 
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there is an advantage to considering self and others, not as independent 
entities, but as relativistic conceptions. A child's conception of self is 
best understood as a multiplicity of views, each of which pertains to a 
Particular relation. The same relational determination pertains to 
conceptions of persons. Characteristics which are assigned to the self or 
Others are derived from relational conceptions. For instance, in an 
authority relation marked by unilaterality the child may understand 
the self to be obedient, dependent and respecting. The authoritative other 
may be conceptualized as law-giving, free to change rules and respected. 
These are not adjectives gleaned from a public lexicon but are extracted 
Properties which mark the reciprocal relationship between the parties 
(e.g. pp. 360-1). 

(7) Conceptions of persons, including self and others, are open to 
Change as relations themselves develop. Piaget suggests, for example, 
that Construction ofa stable concept of self as an individual is contingent 
relent eration among relations which the self knows. Reflection on 

Hons is also the source of concepts like the self as-it-might-be (ideal) 
and persons in general. Understanding of persons as individuals with 
independent existence is not the starting point of development but is a 
ate developmental accomplishment (e.g. pp- 95-6). 


Socia] knowledge 
int * kind of socia] knowledge which this framework addresses is 
wie Erna) relational and interactive. It is interpersonal because the 
(the child who constructs) views itself in connection to other persons 
Vice versa (Piaget, 1932, p. 36; p. 360). This is true for even the 
Young child who thinks that he or she has ordered him/herself to 
"is but has not yet discovered the rules which bind them (p. 36). It 
as ually true for older children who concur as to procedures for acting 
Dee (P. 71). Piaget avoids the risk of having knowledge be 'of 
9 Sec m than interpersonal. That ine eben b. 
t ngs outside the self which the self then had to grasp 


Very 
ad 
is 


M Piaget makes the social, interpersonal element Loads 
«dec (p. 88 is isi ing with the general theory in whic 
knowle (p. 88). This is in keeping w! Melee 


term, 8€ is consistently treated in subject-object or subject 
E 5 (Piaget, 1970, p. 721). 

actors laget (1932) knowledge is defi 

With A Patial relations, for example, 


t 
When «er When the child throws a rubber ba t -a 
* ball is retrieved, it comes back to its previous location; then 


ned as a relation between two 
develop as the child interacts 
Il, it changes location; 
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it is put on a table, it rolls to the floor; when it is set in a box, the ball 
remains in place. The child constructs order between these two sources 
of action by placing them in a relation where the joint actions are 
known to have regular effects. As a result of this relation, the child also 
knows about rubber balls and other objects. But the study of 
development is not about the child's knowledge of rubber balls, trees, 
wood blocks, marbles, and so forth. It is about the general, ordered 
relations between the child's actions and the actions of objects or, in the 
present context, between the child's actions and the actions of others 
(cf. Piaget, 1970). . 
Synonyms for social relations include ‘bond’, ‘contract’, ‘agreement, 
and ‘sympathy’. Interpersonal relations are the topic of social thought. 
They are general forms for ordering real and possible actions and their 
effects derive from everyday exchanges between persons. Piaget (1932) 
takes relation, as the language depicting knowledge, for granted. He 
therefore addresses his discussion to ways persons form, distinguish, 
maintain, deviate from, re-establish and become conscious of their 
relations with one another. 
The interactive nature of social knowledge is tied to the idea that 
relations serve as rule Systems for interpersonal exchanges. Distinctions 


among relations are founded in the ‘procedure’ (p. 71) or ‘method’ by 
which interactive rules are formed. In non 
relations, 


'coercion' 


-democratic authority 
rules are imposed by one person on another in a kind of 
(p. 86) and ‘constraint’ (p. 90). In relations of equality rules 
are co-operatively constructed (p. 71) through ‘mutual consent’ (p- 97): 

Interactions are the bases of these methods. Imposition of rules, which 
leads to relations of unilateral authority, comes from instances like the 
following: the child sits down to eat, but the parent interrupts the 
moment by telling him to get up and wash his hands first. Or, the child 
is playing and the parent stops play by telling her to go to bed (p. 191): 
In authority bonds of this type there are thousands of ‘categorical 
obligations’ (p. 135) which adults lay out for children independently 
from coherence with their on-going words, actions, feelings °F 
intentions. Relations of equality, by contrast, are derived from and 


account for interactions in which the subjects act co-operatively 
through an actual ‘sympathy’ 


(p. 196) and ‘reciprocity’ (pp. 231 and 
294). 


The socialization of knowledge 


Social knowledge about interpersonal relations is constructed by both 
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persons who enter into interactions. For the sake of clarity we will focus 
on these constructions from the child's vantage point. In this case 
mother, father, siblings, neighbours or friends, represent the other 
Persons who join into interaction. The question is, how do they 
Contribute to the child's constructions? In so far as interpersonal 
relations refer to rules of interactions, the answer to this question has to 
be posed in terms of interactive processes. 

Piaget (1932) considers the other person as an essential ingredient to 
Social knowledge. For an action to be understood as a rule, it has to be 
frustrated" and the child must ‘search’ for regularity (p. 87). The child 
15 concerned with constructing a general form for the actions *which 
takes account of the particular object that is being handled’ (p. 87). The 
child incorporates objects into already known forms of actions and 
adapts these forms to the object’s actions (p. 87). The idea of a rule 
NE when the child finds a way to correlate these two sources of 
action — the subject’s and the object’s (pp. 87-8). The object makes itself 
knowable by acting in return to the subject’s initiative. For instance, 
marbles reveal themselves to children by rolling away, falling into 

oles, bouncing off one another, and so forth, according to particular 
actions which the child performs. 
d e Subject-subject interactions the other pers ee 
, € In the following terms: the other is a critic, constrains, frustrates, 


'sputes, exerts ary to, contrasts with, or is otherwise 
d pressure, acts contrary to, 


Adi os W 
distinctive actor from the child. When the other person’s turn comes 
he child who is 


os or she can contribute freely to the interaction. T x 
?"C'hed with order has to take this contribution into account an 
ee à means to relate it to his or her own action. The idea of 
Ld is basic to the acquisition process. Without ehre" s 
arp tions would be utterly egocentric and aimed towar e ot 
no action’ (p. gg). But if social knowledge is to be servicea g^ i. 
e edge concerning physical objects, the child has to situate hi 
n as to ‘submit’ to others; i.e. the social reality outside themselves 
7107), 
an ut (1932) describes two types of subjec 
meth, SÉCrated contrast. One is a method of co Meme 
9d of n eciprocity. Both lead to interactive rules but each imp: m 
à rent outcome with regard to morality (e-g- p- 995 PP- 340-3). The 


e > 
Ben od of interacting by constraint involves two actors, one E whom 
(1 “Ditrarily instead of in coherence with the other. Most of Piaget's 

hildren which are 


2 D 
*xamples refer to adults who pose actions toc 


on stands toward the 


t-subject interactions in 
nstraint ; the second is a 
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based on external rather than intersubject reasons. That is, both the 
adult and the child bring rules to interactions but, when asserting their 
rules, adults frequently do not attempt to co-ordinate them with the 
rules children might have (e.g. pp. 138 and 191). Nevertheless, the 
child will make an effort toward co-ordination by incorporating the 
adult’s rule but not necessarily integrating it with other rules (e.g. pp- 
36 and 191). 

The method of reciprocity is based on two persons interacting by 
presenting their rules tentatively toward one another (pp. 71 and 100). 
Reciprocity occurs when a child and another ‘make allowance’ for each 
other and submit their respective rules for mutual inspection (p. 92). 
This can be done by merely acting in reciprocal fashion, discussing 
differences, jointly analysing disputes, and so forth. There is to this 
method a literal co-operation (P- 95) which Piaget (1970, P- 721) 
suggests implies a co-construction of rules. That is, two subjects agree 
to decide together on the rules by which they will interact and therefore 
make the process of constructing knowledge a joint venture. . 

Piaget (1932) considers both methods as direct means for socializing 
children's knowledge (cf. pp: 89 and 92), and so indexes them (p. 407)- 
In either method, the other person serves as a counterpoint to the 
child's thought by providing data which the child on his or her own 
would not. The nature of human interactions is such that when one 
person passes the initiative for acting onto the other, the other 1$ 
relatively free to compose whatever he or she will. The task of 
constructing order across everyday interactive episodes could not do 
get off the ground if the child could ignore the other persons 
contributions. In the present model, the child is obligated to take 
account ofthe other and, in so far as the child lives within an established 


social network, the construction of social knowledge is by definition 2 
process of socialization. 


General implications 


In this section our general framework is elaborated through discussion 
of two of its implicati 
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relation is, how it is formed, or how one goes about studying it. Our 
thesis is that relations can be understood as general forms of interactive 
rule systems which are constructed to order the self with respect to one 
Or several other persons. Because of the dynamic nature of social 
activity, relations have to be more than mental statements of ‘who I am’ 
and ‘who the other is’. They refer to an order that can be maintained 
as self and other continue to interact through a series of changing 
content and effects. Our view is best described as a functional approach 
because it emphasizes that persons build their interactions around the 
Principle that they can maintain their relative positioning through the 
diversity of content which everyday interchanges produce. 


Relations as general interactive forms 

The idea that social development is mainly a matter of ‘coming to 
know persons’ (Flavell, 1974; Shantz, 1976) typifies traditional theories 
of Cognition. Knowing a person means to grasp that person’s inner 
thoughts, feelings or motives in some valid way. The person is depicted 
85 an object which has independent existence. Cognition is the tool the 
Subject uses to reach toward and grasp the object validly, mistakenly, 
°F not at all. The act of grasping depends on the tools the subject uses 
and in this sense cognition is a mediator. Since tools develop (e.g. 


©Socentrism wanes; role-taking improves) older subjects are more 


likely to achieve valid appraisals of persons than their less able, younger 


Counterparts. 
In the present framework persons are kno 


i : e : 
D terms of relations. Social knowledge is ac j i 
into an orderly interactive relation with another. Interactive rule 


Systems allow the self and the other to generate interactions whose 
effects can be anticipated for the relation itself. Neither subject can 
Predict exactly how the other will act when his or her turn comes up. 
ut both subjects know how to put actions in sequence in order to 
Produce effects within their relation lef: maintain it; repair it when it 
Boes awry), This is social, interpersonal knowledge. In addition, 
Continued operation on their relation allows each subject to develop 
Conceptions of one another as persons who are related through a 

Particular bond. . : 
he need to posit penetration to another's inner workings 1s E 
"necessary encumbrance. Logically, one person can never wee or 
Sure the details of another’s private self. Any self can reserve parts from 
* Public and purposely deceive. And, of course, it 18 not clear that a 


wn not as objects per se but 
hieved by putting oneself 
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self can come to grips with its own inner workings fully. On € 
grounds then can persons know one another adequately? In the d 
framework, one answer is that persons can know each other in terms e 
their relation and conceptualize one another accordingly. They en 
upon their interactions as affecting each other as persons in so far ast 
interactions produce effects on their relation. P 
Consider the case of parent and child in the relational aspect o 
unilateral authority. It seems risky to suggest that the child understands 
the parent’s conception of authority in its full sense. The parent’s 
of authority has a history of which the child could not be aware anc T 
probably embedded in the adult's conceptions of the role of child- 
rearing in the context of societal values, Simultaneously parents are 
probably unable to debrief themselves and get into the child's mind. 
can conceptualize their relation 
and agree to interactive rules predicated on it and designed to keep it 
intact. 
€ explicit in the general rules 
from continued interaction. Consider the following examples 
The child greets his mother with a kiss as 
kitchen. She smiles and says: 'Comb your 
ome from school and runs to her ec? 
nc. The mother says: ‘Don’t bother me. T 
talk to you later, Go Play.’ (3) The child is Playing out of doors when 


his father goes to the front Porch and says: ‘Come in now. It’s time to 
eat.’ (4) As the child sits down 


the milk.’ (5) A brother and si 
mother says: ‘Don’t hit your sis 


with her father. Her brother walks into the room. The father says: 
‘Come and join us,’ (7) Later, when the brother and sister are playing; 


the mother says: ‘Irs time to go to bed now. Put your toys away. You 
have to get up early for school.’ 


From one point of view 


The nature of this agreement is mad 
ed 


à in the 
» each example contains a parental rule in th 


; "iei. s e 
ar actions. But this is misleading ; these ar' 
not norms. Children know th: 
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right to act according to the parent's stated wishes. When children 
order themselves as recipients with respect to parents' impositions, they 
are drawing a reasonable conclusion about the general form of their 
Interactions. 

The authority aspect of parent-child relations refers to rules about 
the method by which parents and children interact. The rules deal 
explicitly with the procedures of interaction and only incidentally with 
Specific behaviours, The general forms which are abstracted from 
actual give-and-take and co-ordinated in systems, specify procedures 
for Carrying on social business: who may initiate interaction; how it 
can be initiated; who has the right to interrupt ongoing activity; how 
one goes about changing the current flow; who has to react to another’s 
request; and so forth. Each particular interactive episode has its own 
content and momentary purpose. Additionally, however, each is 
Composed according to relational rules so that as content varies from 
Moment to moment the persons remain ordered to one another in a 

nown way, 

Procedures are acquired through socializing interactions between 
Persons. This fact allows children to construct general forms which 
already include the other person’s behavioural consent. Thus, when 
“Nctioning in a familiar relation both persons can generate activities 
according to a shared rule system. Further, it permits children to order 
themselyes in relations with persons who are unfamiliar. Just a few 
interactions may be sufficient for the child and the other to reach 
Consensus on the relation they are in and therefore on the rules they 
“ould follow in generating new exchanges. w—Ü 
Ai hese ideas may be used to help clarify conceptualization Ce 

Se relations, a standard topic in the social development s: Aegis 
‘one Parents exert authority e pea à aikiseris social 
behave, Are then looked at for their outcomes TZ eh yield 

T dl example, ge E pm yw. techniques 
Reg Outcomes than love withdrawal an * eneral, these and 
iia. TT, 1964; Hoffman, 1970; Kohlberg; gh E ees nodis 
Chilq reviewers agree that styles of u e be tae hac 
been 5 Social behaviours, but only moderately ding parents' input 

archers to seek more refined classifications for coding p 


d itself. 
F other researchers to scepticism about the model i three major 
We. mm the perspective of our framework, there are mS 
Aknesses in this line of thinking. First, there is more 1n co 
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parental styles than there are differences between them. SE 
(1976) has suggested, stylistic approaches do not hide the fact tha a 
are all forms of exerting control over children. Authority may 
administered gently, subtly or emphatically but styles do not hide from 
children the fact that they are being controlled. Second, if the Li er 
of different styles are to be understood, then children's conceptions iE 
authority have to be studied (Damon, 1977). That is more than a no f 
to asking children what parents do and why. It requires a aie ios 
children's conceptions of the authority aspect of relations along WIE 
the development of these conceptions. Authority in the interactive 
sense of the present framework is not an absolute, frozen in time. It 
develops as the parent-child relation remains open to change through 
continued feedback from further interactions and from other known 
relations, as the child attempts to integrate them, e 
The third weakness concerns the distinction between the generic 
parent-child bond and the relational aspect of authority. Parents and 
children, more than any other persons, save perhaps husband and wife, 
interact across the gamut of interpersonal possibilities, ranging from 
deep intimacy to extremes of alienation. It is unsatisfactorily restrictive 
to view this generic bond solely in its authoritative aspect. Children s 
i rity go beyond their parents to older siblings, 
and clerks in stores, Simultaneously, their full 
is only partially covered by authority. If m 
meaningfully connected to children's socia 
other aspects of parent-child relations will have 
work is alread. 
t and love (Ainsworth, 1969; Escalona, 1968). As 
1977) compellingly argue, the parent-child generic 


Practices are to be 
behaviour, then these 
to be studied. This 
studies of attachmen 
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reaction increase the probability of the action? Did it affect an internal 
State (e.g. dependency) which in turn influenced the reoccurrence of 
the action? Subsequently, this model was changed when it was pointed 
Out that interactive influence flowed in two directions (Bell, 1968). 
Hence, careful analyses were done to display effects children’s actions 
had on others’ reactions and vice versa (e.g. Waxler and Yarrow, 
1975). At present, further schemes are being considered such as treating 
Interactions as a ‘dialogue’ (e.g. Bakeman and Brown, 1977) and 
Studying interactions as they affect the establishment ofa relation (Bell 
and Ainsworth, 1972). 

: The present framework offers a conceptual clarification along the 
lines of Ainsworth and her colleagues. If an interpersonal relation is the 
topic of social thought, then interactions may be understood to be 
composed to service the relation. That is, interactions can be analysed 
according to general relational functions. The following functions are 
à tentative list. Interactions serve to: (a) establish a relation; (b) keep 
à relation going; (c) correct a relation when it goes awry; (d) intensify 
à relation; (e) terminate a relation; and (f) change a relation from one 
mode to another, 

It is important to distinguish the literal content of action from 
Seneral forms which have a relational function. For example, hitting as 
an act may serve as a greeting (function b) between young boys who 
are friends. The same act initiated by a boy to his father would likely 

fad to function (e); if, on the other hand, the father hit the boy it 
Probably would fit function (b), as attempt at correction (c). There is 


a difference between trying to specify effects interactions have on 


Persons in the sense of literal content and effects interactions have on 
icular actions (e.g. 


relations, The former leads to statements about parti 
aggression, altruism) and about goals or motives of individual actors 
8. she intended to help; he accidentally hurt him). The latter 
Approach emphasizes the general form as a function which has a 
Specified place in the relation. For example, when one person acts to 
nefit a friend, the content is almost irrelevant and the motive 1s as 
puch due to the terms of the friendship relation as it is due to the actor. 
urther, the effect, while it accrues to the recipient equally benefits the 


Telat; "e $ 
elation itself. It may, for instance, ensure that the recipient will 


reci : ^ f 
arises. 
Procate to the actor when an appropriate occasion 


9r the past three years we have been studying relational functions 
through (e) in child-child and child-adult relations. Rather than 


(a) 
dying naturally occurring exchanges, We have asked children to 


St 
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generate descriptions of interactions. A brief review of Some of ed 
findings is now presented to illustrate the usefulness of this functiona 
scheme. i 
We have now interviewed over 300 subjects with respect to function 
(b), keeping a relation going. Children from ages 6 to 13 years were 
asked to tell us stories in which a child their age did something kind for 
another child their age; an adult 3a friend; etc. We assume that kindness 
(for other children ‘being nice’ or ‘showing that you like them’) serves 
as an overt acknowledgement by one person to another that he or she 
wants to keep their relation alive. Two general results are now singled 
out. First, children describe quite different interactions as acknow- 


subjects say that obedience expresses kindness 
see also, Lo Cicero, 1974). The idea 
hing or have the same thing, which 
unger children, puts into behavioural 
ic of equality. Obedience, in contrast, 


Second, there are develo 
acknowledgement for both of 
peers is described by : 


Pmental changes in the meaning of 
these general relations, Kindness between 
3-year-old subjects in terms of one child helping 


of equality. For 19-year- 
toward adults is depicted mainly by children doing 
chores when an adult requests or needs help on some project. The 
subjects often Spontaneously bring in the notion of the actor’s voluntary 
Initiative even when the act Was requested by the adult. In general, 
anges for child—child and child-adult relations, 


OSs-sectionally, hold also longitudinally 
across a two-year age span (Locker, 1977) 


In our further exploratio 


n of peer relations, we have looked at the 
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functions of establishing, intensifying and terminating peer relations 
(Volpe and Youniss, 1976). Children between ages 7 and 13 years 
agree as to the interactions which bring about friendship, change a 
relation of mere friends into best friends, and end the relation. And, 
Most recently, we have begun to study the function of repair. We first 
asked subjects to tell us about those things which friends do that upset 
their relations, Then we asked other subjects how they would go about 
becoming friends again once these breaches occurred. One of the results 
Is interesting because it highlights a distinction between peer and child- 
adult relations, Young adolescents were asked to describe interactions 
which would repair a boyfriend-girlfriend relation and adolescent- 
Parent relation after the parties had had a fight. Subjects were asked 
Who would have to take the first initiative and then they described how 
the parties would act in turn through four steps. The majority of 
Subjects (N= 400) said that either or both the boyfriend and girlfriend 
Could act first but that the adolescent had to act first after a fight with 
his father, Looking only at the first two turns of repair, we observed 
that the Majority of subjects said that the boyfriend would apologize 
and then that the girlfriend would apologize or vice versa. As with 
Indness, this result was a literal expression of equality in terms of 
*eciprocal action. In distinction, in the second episode, most subjects 
Said that the adolescent would first apologize and that then the father 
Would accept the apology. Instead of both persons admitting sorrow for 
aving harmed the relation, the father simply accepted his son's 
Admission without having to reciprocate in kind. 
€ consider these data useful for opening up an avenue to 
Systematic analysis of interactions. From the interactants’ viewpoint, 
exchanges of behaviour are dynamic and free-form compositions. Once 
à Person has acted and passed the floor to the other, the first waits to be 
affecteq by the second's action and then exerts an additional effect 
When his turn comes again. There are numerous occasions for the 
Mteraction to become a string of unconnected acts which might take 
© Parties in various directions. On the other hand, ifthe parties agree 
© their relation, then the function which their interaction 1s serving 
reduces the —— to a thematic whole. This is true even when the 
Persons do not start off with the same functional goal in mind. The 
ared relation should allow them to identify disparity and come to a 


S ] t H 
KE to how the current status of their relation 1s best served. 
the general question concerns 


es are ordering their 


e to a 


r H H 
Om an outside observer's perspective; ; 
asis of agreement on which the part! 
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exchanges. Thisisthe issue which ethnomethodologists have p 
(e.g. Douglas, 1970). It is also the issue which some developmen : 
psychologists have now begun to address. Ainsworth and her colleague: " 
for example, have adopted an approach compatible with the p 
framework with regard to establishment ofa bond between mother an 

infant. Bell and Ainsworth (1972) have looked at interactions which 
lead to attachment via communication patterns. Stayton et al. (1973) 
have observed the function of re-establishing the relation when it is 
temporarily interrupted. And Blehar et al. (1977) have looked at 
interactions which serve to maintain the already established relation. 


Conclusions 


Socialization theory dominated the study of social development. for 
several decades. It was based on a general model of the child, behaviour 
and behaviour’s determination closely fitting learning theories of that 
day. In the 1960s cognition re-entered psychology in general and spon 
began to Play a role in the study of social development. In the main 
cognition was introduced into this study so that it would be compatible 


i 3 ra 1 r 
with the foregoing model. That I5, It was treated as an intervening O! 
mediating variable, However, the 
model caused difficulties, 


ng emphasis on the child's thought, either 
ng the effects of socialization on development. 


Incidentally, they also put a wedge between the child's thought and his 


or her social action. 
I have tried to show that social knowledge can be approached 
through a different epistemol 


z e iaget's 
ogy based on an interpretation of Piaget 
writings. This is not an episte 
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course, follow this epistemology in order to study relations in terms of 
Interactive rule systems. In light of current theories, the present 
epistemology may be too radical. It posits relation as the unit of analysis 
rather than the entities of self and other. It stresses the unseverable 
connection between knowledge and action. And it takes development 
for granted because the knowledge process which serves construction 
Simultaneously serves to ensure that known relations will be 
reconstructed. 

Perhaps by taking such an extreme view in comparison with 
contemporary theories of cognition I have provided an opportunity for 
Conceptual reflection. According to our framework, social knowledge 
thrives on counterpoint between actors who are seeking co-ordination. 
If the present framework resists immediate assimilation to other 
Cognitive models, it may then serve to evoke discussion concerning 
Some issues which will have to be resolved if the study of social 
development is to move beyond the point to which socialization theory 


brought us thirty years ago. 
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8 Young children's understanding 
of society 


Hans G. Furth 


A developmental approach to socialization 


The Society into which children are born and in which they grow up 
is as much a continuous and living part of themselves as any other part 
of their psychology. It would be futile to look for a particular point in 
time when a child first responds to societal events, affectively or 
cognitively, as if before that time the child existed apart from or 
without a societal context. As soon as children between one and two 
years of age develop the first glimmer of the capacity to become aware 
of self and ‘objects’, they encounter necessarily and primarily persons 
(one of whom is the self) and not merely physical and natural events. 
This ‘object’ capacity has two consequences: first, children begin to 
produce, use and understand symbols (whether in the form of external 
play or gestures, the conventional speech of society, or the internal 
images of fantasy) ; second, the interactions of the child towards persons 
and things take on forms which eventually come to be called ‘adult’, 
‘mature’, ‘logical’, ‘reasonable’. 

Laurie Lee was a three-year-old boy living in a Cotswold village 
when World War I ended. He had heard constant verbal references to 
the ongoing war, to adult males being away in, or coming home from, 
the war and he had occasionally encountered persons and events 
connected with the war. In Cider with Rosie (Lee, 1959, pp. 21-8) he 
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recalled his thinking at the time: 'All my life was the war and the war 
was the world.’ In other words, for him the war was the wider societal 
context within which he felt his personal life, the life of his family and 
the village, to be enveloped. When he heard and experienced the 
excitement occasioned by the end of the war, he reasoned: ‘Now the 
war was over. So the end of the world has come. It made no other sense 
to me.’ However, experience did not confirm his expectations. ‘Peace 
was here; but I could tell no difference ... it brought no angels or 
explanation; it had not altered the nature of my days or nights ... So 
I soon forgot it and went back to my burrowing among the mysteries 
of indoors and out.’ In this connection he turned to explore the life 
around the cottage, "The yard and the village manifested themselves at 
first through magic and fear.’ The boy was now well aware of the 
difference between the familiar village and the strange outside world, 
the same world which shortly before he identified with the war: *. . . the 
thumping of heart-beats which I heard in my head was ... the 
marching of monsters coming in from outside. They were creatures of 
the “world”. ..’. 

Whatever else we may want to say abo l thi 
anecdotal example illustrates that growth of societal understanding is 
best conceptualized as a continuous process of the child s eme 
exploring and testing out theories in connection with persona 
encounters and interests. Piaget has described this growth from 
childhood to adulthood by focusing on the logical and physical world. 
On the evidence of controlled observations he has claborated a 
theoretical perspective on the development and nature of co pa 
Which provides a radical and all-encompassing voie o S 
Psychological study of human development, even 1n € ee? Si 
logical-physical. What is radical is most forcefully p e ag 
concept of ‘object’ mentioned in the first paragraph. S E ES 2: 
Perspective an object is primarily a construction on the p: : 
person rather than an outside thing that somehow becomes — 
to the person. If one takes this constructivist position in à er y 
Consistent manner, one comcs to regard what has been called ra roti 
socialization not as the impact of a given societal system on the child e 
mind and behaviour, but as the child's construction of his or her socia 
and societal world. This construction is merely one part of the ongoing 
Process of general development toward mature NE em 
tigators naturally limit their study to particular parts, suc op oe 
did with physical-logical understanding and others may do tor 


ut the young child’s mind, this 
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interpersonal, moral, political, person or self-understanding. But these 
partial perspectives are all interconnected in the person of the growing 
child and failure to recognize this in theoretical formulations can only 
lead to an inadequate picture of the child's development and to 
insoluble intellectual dilemmas. 

In the social sphere, problems of how a child becomes an adult 
member of society or comes to perceive self or other persons will take 
on different meanings depending upon whether one considers these 
'objects' as given from the outside or as constructed from within the 
child. In the radical constructivist view advocated here, children 


with Piaget, is th 
knowledge, is an ongoin 


if you like, is Particul, 
‘human’, ‘reasonable’ or ‘mature’, 


Say the person has a Structural capacity or 
that the study of the 


ical understanding contributes both to our knowl- 
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the other, the somewhat esoteric world of academic theories of 
socialization and the educational policies to which they give birth. 
Berger and Luckmann (1967) point to the need for a comprehensive 
theory of socialization which encompasses not only the child's capacity 
to understand the self and other persons as individuals (in addition to 
the physical world and sundry verbal knowledge), but also the wider 
Social world with which the child is in ever increasing daily contact. In 
this perspective, understanding of self, persons and society represents 
three sides of the same thing, namely, the child's socialization (Mead, 
1934). A mature sense of self is unthinkable without a proportionate 
development of understanding other persons and of the society which 
all share in common. The latter includes not only a knowledge of 
Persons but also a knowledge of the physical objects and verbal 
traditions created by and intimately linked to society. To understand 
any one product of society necessarily involves some intellectual grasp 
of its relation to the broader social context. For example, one cannot 
understand a television set without at least a rudimentary knowledge 
of its invention, production and distribution by persons in different 
Social roles and its use as one of the principal media and sources of 
entertainment in our society. i 

The Figure 8.1 illustrates the developmental progression of under- 
standing in the physical and the social spheres. On the right n Hi 
Stages Piaget has studied, on the left side is the hypot esizec 
differentiation of social components which comprise à persons 
Socialization. One of the main advantages of a Piagetian perspective 1s 
the bridging of the gap between action and knowledge. This split can 
be shown to be partially a pseudo-problem created by an inadequate 
theory of knowledge. Consequently, the stages of the outline refer 
Person's practice as well as to theory, to behaviour and i paene 
theoretica] reason for linking behaviour and knowledge is twofold: 
first, all behaviour is governed by some form of knowledge (iow 
how), otherwise it would not be the behaviour of a living ear 
Second, as Piaget has demonstrated, the most theoretical Sage ge 
derives developmentally from action knowledge and retains its nature 
9f know-how, 

Socialization is manifested eit 
Social behaviour or social awareness 
“ither aspect socialization is considered 


Construction. Although internal, it is a proces a 
Person’s experience of the world; in fact, it is nothing 


i i in knowledge, i.e., as 
her in practice or in 
(something the child knows). Under 


to be an internal process of 


other than the 
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Social development Logical-mathematical 
development 
Undifferentiated Undifferentiated or 
social behaviour unstructured physical 
actions on things — pre- 
operations 
Poorly differentiated self-other- Consistently structured 
society matrix concepts vis-a-vis concrete 
events — concrete 
operations 
Self Interpersonal Societal Consistent concepts vis-à- 
concept relations understanding vis abstract events — 
(morality) (world of work) formal operations 


Fig. 8.1 Social development and Piagetian stages 


gradual formation of the person who lives in a social world, from infant 
and child to adolescent and adult. How does the child come to make 
sense of the social world? Even a partial answer to this question would 
make a crucial contribution to general or specific issues that are being 
seriously investigated, such as moral and religious development and 
role taking. It would Provide an integrating perspective for these part 


issues, none of which can be conceived in isolation from the society. 
The ‘how’ question is, however, 


been sufficiently clarified; that i 
children and adolescents have 


» they acquire not only logical know-how and 
understanding, but the basi 


and society in general. This developmental basis for ‘social’ intelligence 


is as real and as important for scholastic and occupational achievement 
as is general intelligence, of which it is a part. 
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Piagetian research and theory has been severely limited by an almost 
exclusive emphasis on strictly logical-mathematical thinking. If the 
theory is to be maximally useful, it is necessary to apply it to other 
areas. Such applications have been made in the field of role taking 
(Selman and Byrne, 1974) and interpersonal relations (Damon, 1977; 
Youniss 1975), in moral development (Kohlberg, 1966), in religious 
development (Goldman, 1964) and in art and music (Gardner, 1973). 
The exploratory study reported at some length in this chapter extends 
the developmental-cognitive approach to society and the world of work 
in a manner fully consonant with Piagetian theory. In a certain sense 
societal concepts havea greater degree of ‘objectivity’ than interpersonal 
concepts and therefore would seem to lend themselves to a stage-like 
analysis more readily than other more subjective concepts. However, 
Piagetian theory is employed here to provide a potentially useful 
Philosophical perspective for the components and acquisition of 
knowledge rather than asa theory to be confirmed or rejected. Since no 
researcher is free from a philosophical perspective toward knowledge, 
it is considered an advantage that the present investigation explicitly 
adopts a clearly analysed developmental theory of knowledge. 

With regard to developmental stages, Piaget is certainly the most 
explicit theoretician using the stage concept and relating his Pay to 
societal understanding is a worthwhile attempt that could prati e 
firmer base to the developmental theory. Piaget's stage concep ve 
easily be misinterpreted as a rigid, rege 
Cognitive capacities with societal factors largely unaval Pad ër 
Could be further removed from the essence of Piaget's t oF ware 
aims precisely to explain that only through the <r e 
living can a child's intelligence develop; in accor d witht ? e 
in spite of it, as often misunderstood) individual tsp tg os s 
Just as individual propensities transmitted by SE 
Contribution particularly where specific content is E ^ i — 
` In Piaget’s theory the thinking of a child evo al insiidg do 
Interaction with things and persons. However, societa m mmc ie 
Dot lend themselves to physical interaction and oum os um 
as do physical things. The origin of a child's n ^ em wa 
Must therefore be traced to the same source from whic e e onem 
Self and of other persons derives: the child's experience CHEN ag 
between self and others. These ‘others’ can be adults or emie — 
that society is inherently an adult thing and, in = ras iet 
Telations, is of little interest to the young child. Piaget’s theory strong y 
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supports the thesis that equality based peer relations rather than the 
unilateral relating of adults to children, are the primary media through 
which the growing child comes to construct increasingly adequate 
patterns of relating. Concepts of self and of persons are products of 
further reflection and integration of this relating. » 

Piaget has employed the frequently misunderstood term ‘egocentric 
to describe the general attitude or mode in which young children 
construct and use concepts before these concepts acquire the logical and 
functionally ‘real’ character of the adult world. Essentially, children 
play at things and playing can well be called their favourite strategy of 
intellectual adjustment. They may be excited and curious about 


experiences connected with the speed, movement and sound of a car. 
Not being able to interact with th 


as adolescents they have constructed those criteria by which our society 
Y; their interest in cars will no longer be 


In the area of social develo 
toward conceptualization a 
One could be tempted to as 


ment the child's interests in and first steps 
D 


Supports the opinion that it is primarily during the age 
o twelve years that children come to understand these 


i i it, e.g. in the way parents, themselves 
influenced by Society, treat their chil 


symbols, ceremonies, customs 


» in adult life and conversation, and 
through a few occasional cont 


acts with Occupations, such as doctor or 
postman. Only with school is there a massive encounter with a societal 


role, namely, that of being a Pupil. Asa consequence and in line with 
Piaget's approach, one would expect that adult society is at first 
apparent to children primarily in an ‘egocentric’, that is, playful mode. 
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Only about age six, when they are experiencing the beginnings of 
internally controlled thinking (Piaget's concrete operations such as 
number, classifying, ordering), would they slowly come to apply such 
Operations to personal and societal interrelations. One might even 
consider the child's almost total ignorance of society as one of the 
reasons for the relatively late understanding of what a person is. After 
all, every person in our society is not merely someone who relates on a 
personal level but also someone who functions within the society. 

In fact, an understanding and differentiation of these two compo- 
nents, the personal and the societal, within the one social person is 
probably a critical prerequisite towards maturity ofsocial development. 
A second prerequisite and one that lends itself more readily to 
observation and assessment, is the understanding of money and how it 
functions in society. The relation between money and societal roles 
becomes apparent when one notes the historical evidence: throughout 
the modern era the money economy has been a major instrument 
through which the sphere of the personal has been removed from 
Societal relations. The latter are now mainly contractual and objectively 
valued in money terms. : . 

One might therefore expect that around age six the typical playful 
images and elaborations of young children will slowly recede as they 
Come to understand the function of money and of societal roles in their 
most immediate context. Eventually children will make inferences 
beyond the observed context based on partially adequate theories. 
They will finally come to eliminate ‘childish’ contradictions altogether 
through functionally adequate theories of how money works and what 
a societal — in contrast to a personal ` role implies. One could, Ge so 
wanted, call this the stage of concrete operations, 1 that chi E 
understand society as pictured in concrete instances. Once this mg 
Societal understanding is reached, children can then Geng to ma e 
Sense of society as a whole and think of it in terms © ura. e? 
multitude of interrelations. One could expect that after this time the 
Concepts of government and general needs of a wer E e 
further elaborated. To understand society asa whole is probably re ate 
to what Piaget calls formal operations. Strictly speaking, at ae 
institutions are not concrete entities but vast systems of personal an 
Societal interrelations that can only be adequately grasped in an 


abstract sense. 
In support of this point 
Children have explained the emerge 


scholars studying political thinking in 
nce of mature conceptions around 
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age sixteen as founded on formal thinking (Adelson, 1971; Greenstein, 
1965). Unfortunately, formal operations are perhaps the one stage of 
Piaget’s theory that has been least clarified and is open to a wide range 
of interpretations. For this reason alone it may be wise to neglect the 
concrete-formal distinction altogether when dealing with the social 
area. Another problem of formal operations is related to motivation 
and opportunity. The development of cognitive capacities does not 
automatically lead to their use in all possible content areas. This is 
especially true with regard to formal operations in general (Piaget, 
1972), and the content area of societal institutions in particular. 


Previous studies 


The following review ofthe lite 
ing in children of 
dealing with mone 


rature pertaining to societal understand- 
primary school age is divided into three sections 
y; roles and community respectively. 


Money 


S cost money or that the shopkeeper 


they knew that change is less than what 
you pay. 


In Stage V (median age 7:10) 


children began to grasp the numerical 
value of money and described i 


mpersonal aspects of the customer-shop 
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relations. Customer's payment was thought to go directly to the owner. 
These advances in thinking were continued and firmly established in 
Stage VI (median age 8-7), particularly regarding the impersonal 
nature of the shop and the reason why one cannot buy money. The 
customer's payment was now considered to be for the goods, not for the 
owner. In Stage VII (median age 8-9) children expressed the notion 
that one sells for more than one buys, but no reasons were given. Absent 
ownership was recognized and the need to distribute earnings between 
Shopkeeper and helpers in some fair proportions. Finally, the big 
advance of Stage VIII (median 9:9) was an explanation of profit and 
in the last Stage IX (median 11:2) children understood that cheating 
to the detriment of the common good was possible. They still had 
difficulties with the need for and the existence of several middle men 


between maker and shop. 


Table 8:1 Five substages of monetary understanding in Strauss, 1952 


Stages N ` Range Median 


54 Value =size 


l 7 «851 
Value differs from size 


II-IV " Seng 6- 
9 $972 5 
y 6 60-89 710 Numerical value and change 
understood 
VI, vi 22  6:8-10:6 8:9 Shop uses customer's money to buy 
goods 


Vili, 1X 17 84406 10°7 Profit and owner understood 


By collapsing range-overlapping and logically qp ene 
Present Strauss’s findings in five substages with the | E E 
children and predominant characteristics as indicated in ia i : 
Can be noted that even in this table there is large overlap of ages E 
Substages, such that the increase in the lower range * less dramatic than 


the substantial increase in the median and the upper range. This Re 
Or instance — if one can set aside questions of v is viet 
Precocious youngster can develop from Stage 1 vi Ve? y 
Whereas a slower child may take more than twice that time. 


: : 3 
i i i ‘Australian children, age 5 to 
oa a Ge mic concepts such as rich and 


Years, on their understanding of econo = 
Poor; of buying and selling, money: employer and employee. He 
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summarized his results by suggesting two stages for the concept of 
money: I categorical, when children think of money exchange as a 
ritual or a moral custom, and II reciprocal, when they understand that 
the customer’s pay is used to buy goods for the shop. Similarly, 
concerning the concept of the ‘boss’ there was Stage I, pre-categorical, 
when the boss is perceived as having no economic function at all or 
merely as a special person who ‘wants’ to pay the workers and Stage II, 
relational, when the boss is Seen as owner in an economic sense. 


However, Danzinger points out that this stage does not include 
understanding of profit. He re 


were invariably in the lower 
them and eight-year-old child 
Linking these findings with 


r classified a majority of eight-year-old 
Ow age 8 in the second stage, a result which 
ment with the American study of Strauss. 


name whereas from age five upwards ethnic descriptions (e.g., Jewish, 
Italian) were Predominant. When asked 
what is he?’ the vast Majority 
switched to designate the occupa 
not seem to cause problems, cri 


quite poorly understood, as illustrated by the reply ofa child (51) Tm 


Jewish when I am awake, when I sleep Pm American’ or another 
child's (4:8): Is your daddy Jewish? 
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perception contrasts with stages in the understanding of money. 
Perhaps the concept of ‘societal role’ is not sufficiently critical or more 
likely not sufficiently analysed yet to be singled out in a developmental 
description of society. 

Children’s awareness of social class differences was probed in a study 
of 179 Scottish children, age six to nine, by Jahoda (1959). A pictorial 
social perception test yielded a performance and a verbal score, the 
latter based on children’s verbal explanations. The expected age 
differences were reflected by the percentages of zero scores in six- 
and nine-year-old children: 21 per cent and 2 per cent for performance, 
51 per cent and 7 per cent for verbal scores; in other words, nearly 80 
Per cent of the six-year-old children showed some measure of 
understanding the societal concept of class. Differences in test scores 
between working and middle-class children were largely accounted for 
by differences in measured intelligence. However, attitudes and feelings 
seemed to be determined by the children’s particular social environ- 
ment. Jahoda concluded that an incipient class concept was not 
dependent on verbal expressions and originated with gradual awareness 
of occupational status. 

Subsequent studies by Jahoda and Crammond (1972) and Jahoda 
and Harrison (1975) confirmed the early grasp of certain societal 
concepts, even to the extent that they understand such adult 
experiences as ‘alcoholic’, provided these societal roles have affective 
meaning within the children’s own experience. The strong affective 
component in role perception is probably an additional component 
that obscures the concept of societal role. 

In the area of personal relations, Livesley and Bromley (1973) 
documented the poverty of psychological descriptors in children below 
age thirteen. Children below age seven limited their descriptions of 
Persons to superficial situational (extra-personal) characteristics, vi? 
above age eight they referred to personal characteristics. It x on y 
around 12-13 years that organizing and Leer: d 
appeared to an appreciable extent. Only the older childre Vect 
Understanding of ‘how the person's behaviour and inner person 
can be related to historical and biological factors (p. 221). € 

An investigation by DeFleur and DeFleur (1967) on wm Sia 
role knowledge and television as its probable source sampled three 
of six occupations each. Set I included personal contact occupations, 
Such as teacher, shopowner, mailman; Set II were television contact 
Occupations, oe as lawyer, waiter, reporter; Set III were general 
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culture occupations with which generally children have xcs 
personal nor television contact, such as printer, accountant, engi E 
In a small American Midwestern town 237 children, aged 6-13 yea a 
were asked questions about the activity, work hierarchy, p c 
instruments and preparation for each occupation. The results can 1 
summarized as follows: children's knowledge test scores for Set i 
(personal contact occupations) rose from 39 per cent at age 6to 73 y^ 
cent at age 12-13; for Set III the score was substantially lower at ; 
ages; for the television contact occupations of Set II the mean score wa: 


contact occupations, howeve 


subsequently remained higher than ratings for Sets I and III. Children 
from the lower class score 


children; no sex differences were observed for Sets I and II, but boys 
were better on the general culture occupations of Set III, Further, the 
authors observed that the children’s comments on the television contact 

i yped consistency’, typical of the television 


personal and social problem: 
particular societa] institutions. 


Country, community and government 
Jahoda (1962, 19632, 1964) studied 
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à country was 41 per cent at the youngest age group and still 16 per 
cent at the oldest. An adequate grasp of nationality was shown by only 
7, 27 and 66 per cent in each of the three age groups. Quite similar 
proportions obtained on adequate spatial representations (7, 25 and 57 
Per cent) and use of geographical terms (7, 41 and 70 per cent). The 
author concluded that logical understanding about country and 
nationality develops quite slowly during the primary school years 
whereas an intuitive grasp of national symbols and societal customs can 
occur at a much earlier age. 

Estvan and Estvan (1959) interviewed 88 children of two age levels, 
6-7, and 11-12, in an urban and a rural area of Wisconsin. They 
presented pictures of various life situations and social functions and 
coded the children's descriptions of these pictures on recognition and 
context on the one hand and attitudes and values on the other hand. 
Among the conclusions pertinent to this review was the relative lack of 
children’s references to the town or village as a community, which 
made the authors wonder whether children, as they go about their 
Societal activities, realize that they are participating as members of 
some community (p. 26). Similarly, children had very little to say 
about governmental functions, only 14 per cent mentioned them, even 
though nearly all recognized the State capitol building (p. 191). A 
Picture of a factory elicited quite poor responses and was associated 
even from urban children whose fathers worked 
ina factory (p. 69). The authors concluded that the younger erem 
Were generally more sensitive to the interpersonal element than to the 
Physical or temporal context in a societal situation (p. 257) and, 
understandably, that they were more interested in the children rather 
than in adults when both were shown in a picture such as the 


Sch ing beyond the immediate spatial or 
Merc we galee Rin ame r the older children. 


temporal context were quite infrequent cto hod 63b) 
Concerning children's concepts of time and history, Jahoda (1963 : 
Summarizing past research, proposed a developmental progression o: 


‘realized’ ( — understood) time. The sense of a historical context is not 


8enerally shown in children below 
Scholars who have studied chi 


with negative affect, 


age twelve. . 
Idren’s political socialization have 
Senerally focused on attitudes rather than comprehension irae 
1965). An exception to this is Connell (1971) who gerere eg: 
Children aged 5-19 in Sydney shortly after an election whicl ad been 
Widely publicized and had engaged the interest and emotions of the 
adult population. Connell took issue with the view of political 
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adult ideas' (p. 235). He proposed four stages in political understanding: 
(1) intuition (below age 7), (2) Primitive realism (age 7+), (3) 
construction of political order (age 10+), (4) ideological (age 15+). 
The first stage showed undifferentiated confusion of political and non- 
political material and imaginative elaborations of isolated facts. The 


persons were looked upon 


tions. Connell (P. 42) observed that children’s grasp of this impersonal 
role structure preceded specific knowledge of details which are filled in 
unsystematically at a later age. While the idea of hierarchy appears at 
the beginning of this stage, the understanding of issue-conflict is a later 
product. Connell (p. 51) links Piaget's formal operations to the fourth 


Stage with its conceptions of political argument, societies and policies as 
wholes. 


Connell’s constructiy 
emphasized by Adelson (1971) 


n ignorance of facts but from an 
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A study of children's societal thinking! 


The constructivist approach outlined in the introduction provided the 
theoretical context for a study directed by the present author during 
1974-75. The investigation was undertaken to explore children’s 
thinking on a variety of societal issues and had a two-fold aim: to 
Provide a systematic description of young children’s understanding of 
the grown-up world and to explore the relationships between such 
understanding and the child’s developing intelligence. 


Procedure 
The children interviewed in this study came principally from three 
Primary schools within one area in southern England. A small village, 
a small town and a larger town were represented. The interviewer 
individually contacted as many children in these schools as proved 
Practical without disturbing the school routine. A total of 98 boys and 
97 girls were interviewed; their distribution from age 5 to 11 1s shown 
in Table 8-2 (see p. 254). 
A free interview technique was used to elicit children's comments on 
Societa] institutions. Particular guide lines were as follows: (1) The 
discussion was restricted as far as possible to persons, events and 
Situations within the child's personal experience, (such as school, shop, 
electricity) and avoided direct questions on things concerning which 
the child could only have a hearsay acquaintance (e.g. politics). (2) 
Owever, the children were encouraged to go beyond mere description 
9r factua] knowledge and talk about underlying reasons and interpret- 


ations. In this sense the message to the child was clearly one of being 
us personal thinking 


Blven an o i ent his spontaneo 
pportunity to pres 

rather than being given a test of what he knew or sortiert (3) bs 

Contents of the interview included among other things the shop and its 


transactions, the nature of paid work, the prom yw St 
and societ ity (town, village) is and wha 

S alr at a community INA 
gäer me about. (4) The direction of 


needs and how institutions and roles co 


the j ; ; « h 
nterview varied according to the care 
Children commented on identical points. This has both advantages and 


appa id; : 
rent idiosyncratic remark o 3 
Societa] Gan? may be set aside as a curious anecdote, but if such 


PF 
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remarks are heard again quite independently even once or twice and 
fit into an overall tendency of children's societal thinking, such remarks 
become psychologically, if not statistically, highly significant. To 
illustrate, one child contrasted the initial freedom to choose a particular 
job from the obligation to stay on the job, *once they have chosen = 
are not allowed to quit’. Only one other child quite independently an 
spontaneously made a similar remark and buttressed it with similar 
reasons. Yet the ‘pseudo-conservation’ of roles is clearly self-orginated 
and hence gives a valuable clue to children’s thinking about society and 
occupation. One must assume that even in the best of cases children 
articulate only a small portion of what is going on in their mind and 
imagination. 

The length ofthe interview depended on the child's cooperation and 
the school timetable. Generally, most interviews occupied between 15 
and 25 minutes and only a handful of children were extremely reticent 
so that their records proved useless. All children's comments together 
with the interviewer's remarks were tape recorded and later transcribed 
verbatim. The records were analysed in terms of main content areas 
and then inspected for developmental characteristics. 


Results 

The results are presented in three broa 
the division of the literature surve 
studies’, Sub-sections A and B focus o 
and societal roles, while sub-section 
government and community. 


d sub-sections that correspond to 
y under the heading ‘Previous 
n the two key concepts of money 
C deals with children’s images of 


Money and the shop’s business 
and six, a shop is a place wh 
them ... You pay him, vo 


omething, then the man gives some 
d he gets a lot of money’ (L43,6-8)- 
more you buy the more change you 
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get: "The shopkeeper has to pay ... Sometimes he gives you four 
p(ence) for the sweets back and sometimes he gives you more when you 
want some bigger things.’ (H74,6-8). The children not only confused 
buying and selling but also included money among the things being 
sold: *You give money to the shopkeeper and he sells it for more things" 
(H54,6-9). When asked how the goods get into the shop, they 
mentioned the factory, vans, at times the government, but they denied 
that the shopkeeper pays any money on that occasion. For these 
children the function of money is observed but not understood. Paying 
at the shop is a ritual, a social custom, that has no other purpose than 
its own ritualistic performance. 

The next stage in the understanding of the shop's business is observed 
in most seven and eight-year-old children. By that age they understand 
numbers and grasp the function of change; it is no longer considered a 
source of money: ‘... because the till is for the other people, if they 
have not got the right money . . - if you give less (!), you can’t have any 
change’ (H76,6-10). Money is mentioned as something a shopkeeper 
needs ‘to give people their change’. To give the right amount of change 
is thought the main prerequisite skill for a shopkeeper. What happens 
to the money paid into the till is unclear to these children. Hence they 
take resource to playful images: it is given to poor or blind people, to 
some kind of charity, to the queen or the government. Even when they 
mention payment to the factory it is more a vague afterthought rather 
than something required. ‘If it’s ninety (pence) and you've given one 


Pound, you get ten p(ence) back .. . It keeps on going like this TM 
buys some things, gets change; it goes on like that (L25,6-1 1). When 
this boy was further prodded and the idea of the till filling up = 
Presented, he continued, ‘No, the shop's got to pay (the factory). The 


money what people . . .’. f 

To recognize iod the customer's paying for the goods generalizes : 
the shop is a veritable achievement of logical inference. Here is a gir 
TE 1) whoat first denied payment to the factory but then ee 
herself: ‘I think it's sort of like just me walking into a ee uy 
Something. I think they have to buy the stuff. Why, I know that one 


i he 
Sa et from the people who walk into t 
aeta dan d miei cyond the immediately observed is 


Shop every day.’ This inference b : 
yaaa a S the next stage of understanding when the general 
function of payment is taken for granted and selling and buying is 
GE ding was observed in 


Clearly related. Stage III of monetary understan 
the Siifodiy of ws to eleven-year-old children: ‘Shop pays factory, 
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(with) the money he gets from the men who come into the shop and buy 
things' (B55,9-0). While this interpretation is easily recognized and 
mentioned as a matter of course, there is the potential difficulty of 
simple arithemic. If the clothes shop's money 'goes towards buying 
other clothes and things’ (H49,9-0), are these things for the shop or for 
himself? The uncertain answer of this boy was ‘yes’ to both. Not really 
understanding how there can be money for both, the boy regressed to 
playful guessing and suggested that the shopkeeper, including ‘his 
parents and his family ... get six pounds’. The problem of how the 


shopkeeper gets money for his own is difficult enough when children 
believe that all the money in the till goes for 


this hurdle the children prefer to think of 
by somebody else for working: 


buying goods. To overcome 
a shopkeeper who gets paid 
‘If it's not his shop, he’s just working in 
it, he'll get paid ... I suppose he still gets paid when it is his shop' 
(L41,11-8). But this girl did not understand how this is possible. Other 
children make a compromise by calling on the government or some 
extraneous source: *He pays the factories from the stuff he sells for that 
+ +. (How does he get money for his own needs?) His wife gets it. She 
earns it . . . she does a job of some kind . . . somewhere else’ (B53,9-2)- 

This difficulty of surplus money is probably compounded by a kind 
of moral consideration. It may be all right to use shop money for the 
buying of goods, for paying salaries, for tax, but to pay oneself seems 
improper to the thinking children at this stage. To get money for 
themselves, shopowners ‘would get it out like any other normal person 
would, when they’re not actually in the shop, because you couldn’t 


`. like an ordinary family, like 
k or anything, and out of the 
n they're in the shop they take 
Y stores for the shop, Money for himself (is) in 
the bank. Out of his own — ifthey won some money they'd probably put 
it in the bank so that at a later time, if they are hard up and need some 
moncy, they can go to the bank and take it out when they like’ (B9,11— 


2) 
14 per cent of the 8 to 11-year-olds) showed 


of the Principle of buying and selling so that 
they could comfortably include profit towards the shopowner’s own 


expenses. “They pay a certain amount to get goods off big firms and 
then they make. . . they have to Pay a tiny bit more for everything they 


sell . - + so that way they don't get paid by the government. They get 
their own sort of wages from that tiny bit more they get every time’ 
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(B13,10—10). ‘You buy the things from Cash and Carry. You make a 
profit by putting them up one or two p(ence) . . . with the half p(enny) 
VAT (Value Added Tax) on them ... The profit is his, he just acts 
normally with the money’ (L58,1 1-0). These children may understand 
the basic principle of buying for less and selling for more but they 
would certainly be astonished if they realized that the actual mark-up 
is considerably more than a ‘tiny bit’. Actually none of these children 
thought of the expenses of running the shop. 

The conceptual difficulties associated with the monetary system were 
shown in many other areas besides the shop’s business. As an example, 
when children were asked whether teachers get paid, many 5 to 7-year- 
old children thought like this boy (Lo1,6-0) : ‘They teach when they 
are in school and when they are not at school they earn money to buy 
things.’ Other children connected personal money with work and 
wages, an early association common even among the youngest children, 
but teaching was not considered work : ‘Teachers don't get ae co» 
does?) Building houses, putting wall papers on. (Who pays?) e 
government, sometimes’ (B34,6-0). ‘She has money from od m 
-+ . for working . . . cleans up the house, other people's houses (H73; x 
8). The idea that dinner money or various kinds of school collections 
Pay for the teachers’ wages plus all the school things E? — 
among 7 to g-year-old children. Moreover, the amount o e? : 
related to the amount of work, as expressed by this boy (L44,7-8) w : 
took pride in his insight: ‘Because the one who does rma 
things, gets the most money . .. something which I probab y x E 
Out.’ Other children related the amount to benefits —_ i : 
Worse ill you are, the more you pay him because the more glad you ài 


to get better’ (Bo1,7-0). 


Societal roles, Due to the numerical character of ien? eine 
the description and classification of children's d "ome 
and its use in the shop's business is relatively stra1g ^ or Beh Ln 
difficult in the area of societal roles even though the co! pud 
RE least and most advanced thinking ler yc kind of a person 
1s just as strong and compelling. Questions like i rm be 
Ba... (teacher, doctor) ?" proved to be we? revealing 
tapped both personal and societal understan ud name of a certain 
The youngest children answered by em cur Tr. gg Tie 
Person or describing an activity Mes eg mack people if they are 
admaster is a ‘strong kind of” person, able tos P 
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naughty’ (L61,5-11), ‘who blows a whistle’ (L60,7-3); a teacher is a 
person *who can do sums like a hundred and millions? (H72,6-9). 
Others merely recorded their feeling toward the person: ‘A policeman, 
they are very good, they don't let people go in the other people's houses 
(L49,7-9). Even children in the upper age range of nine to eleven 
limited their comments to a few superficial qualities: ‘An experienced 
person about robbers, same as the teacher, it (!) has to be an experienced 
person about robbers, what they do and how they can be so dangerous. 
You look in books, you learn a lot about robbers, you get a robber book, 
for instance, and you read it, you go over and over it again and it gets 
in your mind and you don't forget it and then when you're grown up, 
you still remember it and you want to be a policeman’ (B54.9-10). 
Compare all these ‘childish’ comments with those of a few children 
who responded to the same question from a different base of 
understanding. Significantly these children happen to be the same who 
had shown a systemic understanding of monetary functions. "Teachers, 
they act differently . . . If they're going out, just normal town people, 
they're all happy. If they're going to school, grrr, all horrible, old loads 
of kids, "Get on with your maths (L58,11-0). These children 
spontaneously contrast the societal role and the personal life ofa 
teacher. The next extract adds psychological insight into different 
personal ways of handling a societal problem. 'Some teachers have the 


same personality at home and at school . . . The teacher tries to put over 
politeness and does not want to put over ai 


doesn't really want to reveal her true per: 
embarrassing . +. but teachers who say what they really feel like, that 
gives the children much more ofa punishment... they give them what 
they feel like giving them, not what they are meant to give them .. - If 
you’re not very keen, you can bore your pupils. . . just got to be like any 
normal person, not like, es most teachers seem very stuck up. Just say 
what you really think... and believe in what you are doing. I think it’s 
more fun for the children if they’re not quite told exactly what to do so 
they can use their imagination’ (Lo7,10-8). In a word, these few 
children showed a developed sense of individual differences and 
personal understanding. They could describe how personal qualities 
and the societal demands of a role interact. 

On the question of how Someone becomes a teacher or a shopkeeper 


or something else, the youngest children referred almost exclusively to 
a personal decision. They talked ab 


would decide to do one thing rather 


ny personal feelings and she 
sonality because it might be 


out it the way they themselves 
than another. "He just wanted to 
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be one. He looked until he saw the shop he wanted’ (B15,6-7). "They 
ask people who were making houses if they get tired and then they start 
doing them’ (Bo5,6-5). A builder gets up in the morning, ‘he looks for 
a place to build something’ (B38,6-11). There is also the notion of 
getting appropriate permission. She becomes a lollipop lady 'cos she 
wants to be. She has to ask if she wants a coat’ (B29,5-10). Another 
child wondered, ‘did he ask the queen whether he could be a 
shopkeeper?' (B33,5-10). 

Somewhat older children introduced the government as a kind of 
supreme employment agency: ‘He goes up to an important man who 
gives you jobs and he asks if he can be a shopkeeper and they give him 
some tests’ (L16,8-4). Other children referred to their own career 
choice, like this girl who wants to become a doctor: ‘If somebody wants 
to be a doctor, when they are at school, they sort of, when somebody 
falls over, rush to it and say, “Pll wash it up for you" and they enjoy 
doing that mostly and they are very intelligent at their work and pass 
tests for doctor’ (L13,8-2). 

In these examples the personal-voluntaristic origin of societal roles 
is quite obvious; in young children's images adults do what they want 
ànd because they want it; concomitantly they follow rules and get 
Appropriate permission; apart from a few stereotypic exceptions the 
adults are invariably good, beneficial and happy. Without an adequate 
basis for understanding either personal or societal reality, the playful 
images are midway between serious opinion and pretend play. What 
can be more playful than this unexpected answer to the question, 
When a bus driver goes home, is he still a bus driver? 'Yes, they never 
give up. Once they choose they choose and have to do it until the end 
Of their life. The bus, perhaps it’s still all right and somebody else can 
Choose it’ (B46,6—4). Apparently this boy, like others, was impressed by 
two characteristics of the adult world, its stability and the career choice 
Open to all persons. Both these points are then attached to rules and 
made concrete by the contrast between a permanent bus and the ageing 

us driver. These playful images about persons in society, quite typical 
of younger children, were less prominent at the transitional stages and 

‘sappeared only in those few children who had advanced to a basic 
understanding of individual persons and societal roles. 


Children’s images of the community and government. The most direct way of 
discovering a person’s understanding of society is probably to enquire 
about the community in which he lives. Accordingly the children in 
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this study were asked questions like: ‘What can you tell me about the 
town or village you live in? What makes it a town? What things, what 
persons are important?” 

The children's comments on these issues were singularly children- 
centred, almost regardless of age. ‘We need bosses to tell us what to do” 
(H59,5-5) said a five-year-old; ‘a town needs houses, shops, parks, 
somewhere where children can play happily’ (Ho1,9-8; Lo6,9-11) 
came from two nine-year-old children; a ten-year-old girl remarked: 
‘you need lots of people, mothers and fathers ... to have some more 
children' (H34,10-3). Other children mentioned their father's occu- 
pation, ‘A town needs bricks to make houses, dad is a building worker’ 
(L80,6—10); some focused on the word ‘important’ and referred to 
authority figures like prime ministers, queens, policemen, the law. 

In view of this poverty of understanding of community, it is not 
surprising that the children’s ideas about the government were equally 
inadequate. The results largely confirmed what was found in various 
studies reported in ‘Previous studies’, Between ages six and eight, when 


they mentioned the government, children referred to it as a special 
man, a rule giver or a job distributor. 


‘Because he’s a precious man and 
God and Jesus and the mayor, 


they know where things are. The place 
where the Council is, these men have wigs on — I’ve seen them on 


television’ (B47,7-0). ‘The law, he’s, this is all his world and he takes 
care of it...and he must sort things out... The person who wants the 
job goes to see the law’ (Lo4,7—7). Here, just as in other areas, children 
have not yet reached a basic framework on which to construct à 
meaningful explanation : hence these playful images which reflect the 
children's active thinking. The notion of the government parcelling 
out all adult occupations is particularly striking. Since the first 
differentiation of the adult world is in terms of different occupations 
and government is an adult matter, this thought appears quite logical. 

For somewhat older children, age nine to eleven, the function of 
government became more realistic. However, they are presented as 
isolated activities. "The Council, they type ... all kinds of messages, 
letters’ (L35,9-10). Some children saw the Council as the primary 
source of money, ‘a place where you have people who pay for things’ 
(L32,10-6). One younger boy (H65,7-3) remarked that teachers get 
paid from the headmaster and he in turn gets money from the Council. 


"just guessed’, he added, ‘I only know that the Council owns towns, my 
mum taught me.’ A few children expanded the notion of property 
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owner and turned the Council into a business concern. The Council has 
money, ‘they have to earn it. They go abroad, get money from bringing 
goods back and selling them’ (B17,10-11). Twelve children, all ten- or 
eleven-years-old, clearly referred to governmental services and 
reciprocal payment in the form of taxation. However, only two of these 
children described the government's function in any differentiated 
manner. 


Discussion 

The adult world in the child's mind. Seven characteristics can be listed as 
typical of how the grown-up world ‘out there’ may appear to a child 
around five to six years of age. This world is (1) undifferentiated, (2) 
personalized, (3) ordered according to known rules, (4) free of conflict, 
(5) with free access to money, (6) egotypical and (7) accepted and 
identified in its most superficial aspects. (1) *Undifferentiated' means 
here the child's lack of awareness of individual differences in persons 
and institutional roles. Apart from a few familial persons, all other 
adults and all roles seem very much alike to this child. Without insight 
into specific differentiating functions the child is bound to be more 
impressed by two common features, namely unfamiliarity and being 
treated more or less similarly by all, rather than by the differences in 
adult society. (2) The personal-impersonal distinction of societal roles 
is absent from the child's thinking. While the first charactistic stresses 
the child's ignorance of what a person is, the second does the same 
regarding impersonal roles. ‘Personalized’ is used here in contrast to 
‘objective’, but also as opposed to ‘personal’, Children project 
personalized characteristics onto society because they fail to understand 
both personal and societal roles and are ignorant of the underlying 
difference in scale and perspective. Hence societal decisions are thought 
to emanate from the free will of a particular person: à person becomes 
Somebody and occupies a role because of a simple act of will. The 
striking redundancy and frequency of the words 'to want in children's 
comments confirm this. In contrast to children's experience of incessant 


constraint on their own will, adults probably are perceived as doing 
Consistently what they want to do. (3) Concomitantly with the focus on 
?) is an equal stress on rules 


free and voluntary decisions (‘voluntarism’) ss on | 
Which pervade societal life. Thus, a child may believe that an individual 
may become, say, a teacher by mere act of will but thereafter has to 
adhere rigorously to specific rules of the classroom which are themselves 
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laid down by some external agency. Free choice with no constraint is 
in a sense the polar opposite of a world of fixed rules where everything 
is ordered, if not pre-ordered. (4) Note that these two opposing 
tendencies do not léad to conflict in the child's mind. The conflict-free 
atmosphere gives a fairy-tale flavour to children's thinking about 
society where adults do both what they want and what they must do, and 
everybody is friendly and happy. (5) Since the use of money is only 
nebulously understood, access to money appears free and easy. (6) Ego- 
typical refers to the tendency of the child to generalize from a personal 
interaction across an entire range of situations. (7) Related to this 


tendency is the focus on the immediate external aspects of a role, 
such as the notion that a building or a uniform creates a particular 
role. 

Each of these seven characteris 


tics changes as the children's 
intelligence develops, 


and five years later most children are well on the 
way toward overcoming the misunderstandings and contradictions 
inherent in them. Their daily experiences and personal interactions 
expose them to the opportunity of new insights and their understanding 
becomes thereby detached from personal preoccupations and more 
‘reality’ -oriented, Whether it is possible to subsume all or most of these 
descriptive characteristics under one or two main themes cannot be 
answered at this point. Two principal developments stand out, however, 
as proposed in the earlier review: the understanding of the use of 
€ one hand, the understanding of 
heir distinction on the other hand. 
pmental pattern revealed in this 
t to be made, one referred to by 
r Simmel (1900), is that in our era 
t and versatile means underpinning 
In this sense money is the symbol for 
-impersonal distinction. The second 


1973), they become able to understand 
al-social relations, say of friends, and 
evail in a shop, or more subtly, between 


1 © impersonal components in a relation between 
pupil and teacher. 
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Four stages of societal understanding. Using these two main themes as 
guides one can attempt to propose a developmental progression in 
societal understanding between the ages of six and eleven years. Four 
stages are here proposed, labelled I playful, I functional, YII part-systemic, 
IV systemic-concrete, and are directly related to the two themes, money 
and social roles. Stage I is characterized by the playful attitude which 
Piaget called ‘ego-centric’. There is undifferentiated personalized 
thinking, as shown by the seven characteristics listed above. Stage II is 
still largely playful but shows the first interpretations based on 
understanding of the immediately observed function, e.g., payment for 
goods, role-person differences. Stage III extends this to more distant 
relations as children become aware of and grapple with the problem of 
differences in scale between a personal and a societal perspective; this 
leads to a first differentiation within parts of the social and societal 
Systems. Some part-systems are grasped and the personalized aspects 
recede; but there are still major logical inconsistencies which are most 
evident in the failure to understand personal profit or governmental 
money. Stage IV implies an overall, if rudimentary, understanding of 
in its government, community needs, 


how a society functions namely, nity n. 
nce of personal and individual 


€conomic system, and the conseque d 
differences. Stage IV in no way involves an extensive and detailed 


understanding of society; it merely implies sufficient grasp of societal 
structures to avoid the major logical inconsistencies found in Stage III. 
Hence it is likely that a more mature stage; would follow Stage IV for 
those persons who apply their formal intelligence to society, its past 
history and its present functioning. Stage V could be called systemic- 
analytic to distinguish it from IV. Development in Stage kd would be 
Particularly focused in the areas of government, community, law and 
historical perspectives. 


Table 8.2 providesan overview of the distribution ofthe 195 children 


in the present study in terms of these four stages of societal 
Understanding. The main criterion was the child's comments on money 
and its function; where such comments were not available evaluations 
Were based on: (a) the extent of playful images and functional 
Interpretations; (b) functional inferences beyond the immediately 
Observed event. While this implied some ambiguity, it was not difficult 
to reach a consensus among two judges. Moreover, an analysis based on 
Only those 123 children who commented on money matters did not 


differ appreciably from the present table. 
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Table 8.2 Stages of societal thinking in 195 children, age 5 to 11, in percentages 
ofage 


Stages ` Age and number of children 


5 (16) 6 (34) 7 (25) 8 (29) 9 (46) 10 (34) r1 (11) 


I 94 65 9 

I 6 32 72 76 28 15 

Ill 3 20 24 7o 68 64 
IV 


2 18 36 


of great psychological interest 
cyond the observed events and 
events may function. These 
nd lead to compromises and 
n connection with the issue of 


m In conclusion this study of societal understanding lends 
Pport to the developmental approach outlined in the first part. Four 


ieces of evi 
p evidence mutually confirm one another. First, there were à 
erved cases of develo 


alking about a societal j 
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as such by the children themselves. Here then are not only theories 
constructed by the children but cognitive conflict generated by these 
same theories rather than by any new external input. This is the very 
constellation that is central to Piaget's equilibration model. Third, it 
was possible to discover age-related and logically consistent character- 
istics in which children organized their thinking around two main 
societal concepts: the use of money and the personal-societal role 
components. Fourth, the resulting stage differences were in no way a 
cumulative increase of moving from knowing less to knowing more, 
but related to the mode in which the children made sense of events. 
Between the playful images at Stage I and the logical consistency at 
Stage IV there is in the transitional Stages II and III the concern with 
first-order functional relations and with partial theories beyond the 


immediately observed events. 
The principal objective of this es 
developmental account of young c 


In addition, it has been demonstrated ho andi 
to be related to development in general. This mutual relation, if further 


confirmed and elucidated, could bring about a long overdue rapproche- 
ment between the study of the personal world, the traditional domain 
of psychology, and of the societal world, commonly regarded as 
belonging to sociology and anthropology. Piaget’s theory of radical 
constructivism has a significant role to play in facilitating this 


rapprochement. 


say has been to provide a systematic 
hildren's understanding of society. 
w societal understanding needs 
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protection, 91 

punitive socializing techniques, 59 


questions as communication, 91-2 


racial differences, 36; friendship and, 
158-9 

reciprocity, 214, 215-16 

relations, 211-13, 215, 216-20; inter- 
actions and, 220-4 

responses, 27, 29 

Rhesus monkeys, 133, 135 

role-taking, 144, 208, 224 


same-age contacts, 131-2, 134, 141-2 

Scandinavia; sex-roles in, 192 

schema development, 94-6 

school, 131, 234 

self, 212, 213, 217-18; differentiation 
of, 96-7; perception of, 231; per- 
ception of sex of, 179-81, 194 

sex differences; anomalies in, 173-7; 
biology of, 172-7; emotional, 185; 
friendship and, 154, 156-7; learn- 
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ing and, 196; linguistics and, 185, 
191, 192; nature and nurture and, 
183-90, 196; parent-child interac- 
tion and, 186; physiological, 184, 
191 ; psychology of, 177-83; social 
behaviour and, 183-90, 191 

sex-roles, 171ff.; biological bases for, 
192-3; definitions of, 172; psychol- 
ogy of, 177-83; social behaviour 
and, 183-90; stereotypes and, 178, 
190-3; traditional, 191-3 

sex stereotypes, 178, 185, 187, 190-3; 
in media, 187-90 

sex-typing, 177-9 

sexual experimentation, 138 

shops, 236-8, 244-7 

siblings, 13 

smiling response, 56, 84 

social cognition; see social knowledge 

Social Darwinism, 2 

social development, 44-7 

social functions, 88-go 

social hierarchies, 145, 146-7 

social intelligence, 138-9 

social knowledge, 211, 224; develop- 
ment of, 79-99; interactions and, 
214-16, 217-20; nature of, 213- 
214; non-social and, 83-5 

social objects, 85-92 

socialization, 57-9 

societal roles; comprehension of, 247- 
249 

sociobiology, 4, 25 


Soviet Union; sex-roles in, 192 

spatial relations; perceptions of, 213- 
214 f 

speech; mother to child, 65; recogni- 
tion of, 81 

stimulation; environmental, 76 

strangers; recognition of, 82, 94 

sucking response, 12, 60-1, 83 

symbols, 228 

systems, 44-7 


Tchambuli, 54-5 

teasing; by mother, 55 

television, 189, 239-40 

tool-making, g 

toys, 67, 69-70, 120; fighting over, 
141, 142, 143 

transsexuals, 172, 183 

transvestites, 172 

Turner’s syndrome, 173 

twins, 32, 33, 34 


vision ; speed of development, 81-2. 

visual preferences, 81, 82, 84; in 
neonates, 28 

voice; infant response to, 82, 84 


war, 228-9 

wet-nurse, 56 

withdrawn children; effect of younger 
child upon, 134 


zygote, 5 
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PSYCHOLOGY IN PROGRESS d 
General Editor: Peter Herriot 


The study of psychology has become so complex and extensive. 
that the topic areas into which courses are traditionally divided can 
no longer be adequately encompassed in a single textbook or a 
series of lectures or seminars. In consequence teachers need to be 
selective and often base their courses on growth points in their 
Specialisms. The purpose of Psychology in Progress is to bring the 
Writing of texts into line with these developments by providing, in 
each volume of the series, a number of original contributions 
defining the character and range of current work and problems. In 
addition to giving students a survey of developments in a general 
research area the books aim to impart the feeling of experimenta- 
tion and debate in Progress and provide a stimulating base for 
further investigation and discussion. / 


ISSUES IN CHILDHOOD SOCIAL DEVELOPMENT 


Contemporary theory and research into childhood social develop- 
ment have demonstrated the necessity to re-appraise the notion 
that socialization is merely a process of shaping the behaviour of 
the child to fit the mores of society. It is now evident that, from the 
beginnings of post-partum life, the human infant is an active 
participant in social encounters, modifying the behaviour of others 
as well as being influenced by them. Hence, social development 
must be construed as an interactive process, to which the young 
organism makes his own dynamic contribution. This book, com- 
prising a collection of original essays by prominent investigators 
in the field, considers issues arising from this modified perspective. 
It examines the biological basis of social development, the role of 
child-caretaker interaction, the significance of sex differences, the 
influence of Peer relations and the perceptual-cognitive factors 
which contribute to childhood social development and to the 
developing child’s understanding of society. 
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